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Abstract:  The increasing number of the Saudi students who want to study in American 
universities has generated a need to explore their perceptions of academic writing for 
writing researchers and instructors to help them to be successful academically. The study 
reported in this dissertation explored some Saudi graduate students' perceptions of 
academic writing and of the issue of plagiarism. The results, collected from interviewing 
12 Saudi graduate students enrolling in various programs in different American 
universities, show that the participants might have a limited understanding of the 
meanings and of the purpose of academic writing. One of the causes for such a limited 
understanding might be that most of the participants, for example, did not practice 
academic writing skills beyond their academic assignments. The second possible cause 
for the limited understanding of academic writing by the participants could be that they 
were receiving more feedback at the micro level in comparison with the macro level 
feedback. The findings also show that non-nativeness in English is perceived as a liability 
and as having a negative impact on academic writing. Additionally, the findings indicate 
that the academic writing difficulties might not be at the sentence level as some of the 
participants claim. The findings also show that some students sometimes misunderstand 
the connection between academic writing and the requirements of various fields of study.  
The possible sources for the participants’ perceptions are: the perceived effects of the 
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CHAPTER I 
 
 
INTRODUCTION 
 
1.1. Introduction 
The purpose of this chapter is to provide an orientation to my dissertation project. 
I will first discuss the importance of academic writing for international students and for 
graduate students in universities in English-speaking countries and in universities that use 
English as the primary medium of instruction. I will then talk about the reason that made 
me focus on students’ perceptions of academic writing.  
I will also highlight the importance of being familiar with the perceptions of 
students of academic writing to improve their academic writing skills. In addition, the 
research gap in the literature that this dissertation attempts to fill will be addressed. 
Moreover, I will discuss the significance of this study. Furthermore, the research 
questions and the method employed to answer them will be discussed. Finally, I will 
provide an outline of each chapter in this dissertation.      
1.2. Problem statement 
During the last 25 years, the number of international students enrolling in various 
programs at American, Canadian, British, and Australian universities is steadily 
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increasing (Devereux, Macken-Horarik, Trimingham-Jack, & Wilson, 2006; Institute of 
International Education, 2014). The proliferation of English as the primary language of 
scholarly communication in academia has been well established (Flowerdew, 2013). As a 
result, researchers started to focus on second language writing of graduate students, who 
are aspiring members of various academic communities (Leki, Cumming, & Silva, 2008).  
The previous experience of international students in academic writing has an 
impact on their writing development and practices (Gee, 1996). Hence, some researchers 
(for example, Matsuda, 1998) encouraged researchers to explore the writing skills of 
international students and investigate the effects of these students’ cultural and 
educational backgrounds on their writing skills.     
Many international graduate students are found to lack the ability to write 
academic papers in English before they start their programs in English-speaking countries 
and universities (Rose & McClafferty, 2001). Moreover, some of these students have 
been noted as having perceptions of academic writing that may not be consistent with 
those held by their instructors or professors (Fishman & McCarthy, 2001). One of the 
goals of higher education is to improve the academic writing skills of these students 
(Eyres, Hatch, Turner, & West, 2001). As a result, many Masters and Doctoral programs 
encourage students to take part in academic writing classes and activities. In fact, some 
researchers have argued that international students should not only write term papers, 
theses, and/or dissertations, but also attempt to publish academic professional papers in 
order to contribute to their fields (Kamler & Thomson, 2006; Lovitts, 2001). Pageadams, 
Cheng, Gogineni, & Shen (1995) claim that publications will increase the chances for the 
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students to compete in the job market. In addition, they continue, the published papers 
will improve the university’s reputation.   
Even with such high expectations from academic researchers and instructors 
regarding students’ academic writing skills, many studies revealed problems and 
difficulties encountered by the students (Caffarella & Barnett, 2000; Kamler & Thomson, 
2006; Torrance & Thomas, 1994; Torrance, Thomas, & Robinson, 1992). According to 
Torrance et al. (1992), such problems and difficulties may lead students to quit their 
programs. Academic writing in every graduate program is considered to be a challenge 
even for students whose English is their mother tongue (Casanave, 2003), and it is 
considered to be even more challenging for nonnative-English-speaking students who 
have different levels of academic experience.  
Because international students tend to bring with them certain rhetorical and 
academic strategies related to their culture which may be different from those followed in 
the countries they want to pursue their studies in (Connor, 2002), a comprehensive 
understanding of the perceptions of those students toward academic writing would be 
important to help them overcome any problem they might encounter while writing their 
academic papers. 
1.3. Why study perception?  
I decided to explore students’ perceptions rather than their awareness because 
perceptions are created based on their knowledge and backgrounds (Landauer & 
Rowlands, 2001). Awareness, on the other hand, is based on the facts and information a 
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person has about a certain topic. Therefore, perception, I believe, comes first and has an 
influence on shaping what comes after that.    
1.4. Statement of purpose 
Second language (L2) students -who are working on their graduate degrees- 
usually encounter difficulties in generating the required type of writing needed at this 
stage (Casanave & Hubbard, 1992; Casanave, 2002). Students’ points of view regarding 
their writing strategies and writing processes, however, have not been explored 
extensively in the literature. These points of view, or perceptions, are very important 
because they have an effect on how the writing skill should be taught and learned (Johns, 
1997). In fact, Hyland (2000) points out that “a major task of EAP [English for Academic 
Purposes] teaching is therefore to address the perceptions and practices of writing that 
students may bring with them” (p.145).    
Researchers have found that there is a connection between the beliefs held by 
students about academic writing and the writing students produce (Lavelle & Guarino, 
2003). However, Boscolo, Arfe, & Quarisa (2007) indicate that there have been only a 
limited number of studies that dealt with the students’ beliefs about, or perceptions of, 
writing during the last two decades. The limited literature on students’ beliefs about 
writing is problematic because international students’ understanding of and challenges 
they face in producing academic writing need to be explored further (Larsen, 2003; 
Ochieng, 2005). Because of the differences in their linguistic, cultural, and educational 
traditions, L2 students may have different perceptions of what is valued in writing by 
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professors at English as the medium universities (Cadman, 1997; Canagarajah, 1996; 
Nagata, 1999; Casanave & Hubbard, 1992).  
Regarding Saudi students’ perceptions of academic writing, some studies have 
explored the perceptions by Saudi undergraduate students of academic writing (for 
example, Fageeh, 2003). Since the perceptions of the graduate students towards their 
academic writing skills might impact their future, either negatively or positively, the 
current study attempted to investigate the perceptions by some Saudi graduate students 
enrolled in different majors in American universities of academic writing in order to 
increase their own and their instructors’ awareness of their weaknesses and strengths and 
to develop the appropriate kind of assistance they might need to improve their academic 
writing skills.   
Plagiarism is one of the main concerns of international students enrolled in 
universities in English-speaking countries. The penalties that students receive for 
committing such an act vary: they will lose some points or marks or, more seriously, fail 
a course, depending on university policies. Therefore, it is important to shed some light 
on the perceptions of Saudi graduate students regarding this issue and how they perceive 
it. 
1.5. Justification of the dissertation project 
Understanding graduate students’ perceptions of academic writing and plagiarism 
is very crucial because it will demonstrate how they interpret academic writing and the 
difficulties they encounter in the writing process. In addition, being familiar with 
students’ perceptions will help academic writing instructors to give their students the type 
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of assistance and courses their students need to improve their academic writing skills. 
However, only a limited number of existing studies have tackled graduate students’ 
pereptions of academic writing and plagiarism (for example, Bitchener & Basturkmen, 
2006; Cai, 2013; Dennis, 2005; Yeh, 2010). Such studies, however, lack some important 
information about this topic. First, these studies did not look at the perceptions by some 
Saudi graduate students from different majors of academic writing and of plagiarism. 
Second, these studies did not highlight the sources of such perceptions.      
1.6. Research questions  
The study aims to answer these questions: 
1- How do some Saudi graduate students perceive different aspects of academic 
writing?   
2- How do some Saudi graduate students perceive plagiarism?  
3- What might the sources of some Saudi graduate students’ perceptions of academic 
writing and of plagiarism be? 
1.7. Chapter outlines   
My dissertation consists of seven chapters. Chapter II covers how English in 
general and writing skill in particular are taught in the primary education, middle school, 
and high school systems of the Kingdom of Saudi Arabia. I will then talk about the 
writing scores of Saudi students in TOEFL (Test of English as a Foreign Language) and 
IELTS (International English Language Testing System) to get a sense of the limitations 
of their writing skill according to writing experts. Furthermore, I will list some of the 
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difficulties faced by L2 students in academic writing. Finally, I will review previous 
studies that looked at graduate students' perceptions of academic writing in general and 
according to their disciplines, their countries, and genres in particular.  
Chapter III reports on the interview method used in this study. I will first refer to 
the usefulness of this method in comparison with other methods (for example, 
questionnaires). After that, I will shed some light on the interview questions. The piloting 
of the interviews and the procedures of coding are described as well. Next, I will give 
some information about the interviewees. I will also talk about the data-collection 
procedure. Finally, I will address the trustworthiness, researcher bias, and some ethical 
considerations.   
Chapter IV includes some of the findings from interviewing the twelve Saudi 
graduate students (six males and six females) who were enrolled in different majors in 
different universities in the United States of America. I have provided a profile for each 
participant, drawn from their answers in the interviews.   
Chapter V covers the findings of this study. I will first report on the Saudi 
graduate students’ perceptions of academic writing. This section includes four main 
subsections: simplistic understanding of definition of academic writing, viewing 
academic writing as important for academic survival only, perceived approaches to learn 
academic writing, and academic writing difficulties are at the formal level only.  
After that, I will talk about some Saudi graduate students’ perceptions of 
plagiarism. This section includes the agents behind raising awareness of plagiarism and 
importance of the knowledge of plagiarism for academic survival.  
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I will also identify the perceived sources of acquiring such perceptions. This 
section includes the perceived effects of the participants’ professors, the perceived effects 
of the participants’ fields of study/occupations, the perceived effects of participants’ 
peers, and the perceived effects of participants’ national culture on their perceptions of 
academic writing and of plagiarism.     
Chapter VI attempts to discuss the findings of this study. This chapter has three 
main sections. The first one is about the misunderstanding academic writing by the 
participants. The second section is about the misunderstanding the role of the writing 
center. The last section is about the problematic sources of the participants’ perceptions 
of academic writing. 
Chapter VII is the conclusion where I will try to provide a summary of some of 
the major findings in this study. I will also talk about the limitations of this study. In 
addition, I will address the significance of the study and I will provide some suggestions 
for future research. 
1.8. Chapter summary 
In this chapter, I provided an orientation to my dissertation project. I first 
discussed the importance of academic writing for international students and for graduate 
students in universities in English-speaking countries and in universities that use English 
as the primary medium of instruction. After that, I talked about the reason that made me 
focus on students’ perceptions of academic writing and of plagiarism.   
I then highlighted the importance of being familiar with the perceptions of 
students towards academic writing to improve their academic writing skills. I also 
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pointed out the research gap in the literature that this dissertation attempts to fill. In 
addition, I discussed the significance of this study. Moreover, I listed the research 
questions and the method employed to answer them. Finally, I talked about each chapter 
in this dissertation. 
In the following chapter, I will provide a detailed literature review related to the 
topic of the dissertation project.  
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CHAPTER II 
 
  
LITERATURE REVIEW AND RESEARCH QUESTIONS 
 
2.1. Introduction 
Many international students enroll annually in American, Canadian, British, and 
Australian universities, and the number of those students is steadily increasing 
(Devereux, Macken-Horarik, Trimingham-Jack, & Wilson, 2006; Institute of 
International Education, 2014). Those students come from different educational 
backgrounds (Devereux et al., 2006). Because they enroll in universities where English is 
the medium of learning, those students are required to use English when they write their 
academic papers (for example, term papers, exams, reports, theses, and dissertations). 
Writing in English is difficult for many non-native speakers of English (NNSE) because 
they need to learn the language as well as the academic conventions among other factors 
(Casanave, 2003; Casanave & Hubbard, 1992; Crow & Peterson, 1995; Thesen, 1997).   
Since writing is a complex activity that requires paying attention to different areas 
(vocabulary, sentences, grammar, paragraphs, ideas, academic conventions, and 
expectations of audience) (Biggs, 1988), the academic writing ability of NNSE students 
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has been under investigation in order to have it improved. Researchers have found that 
various factors affect the academic writing skills of L2 students. One of these factors is 
their perceptions of these skills. McDonough (1999), for example, states that L2 writing 
is affected by theories related tofirst language writing. Such theories could be others’ 
theories about writing in one’s first language or theories that a person develops oneself 
based on one’s learning of first language writing.  
Since it is important to understand students’ difficulties in order to provide them 
with the help they need (Calderhead, 1987) and there are studies that point out that Saudi 
Arabian students encounter difficulties with academic writing (e.g., Fageeh, 2003; 
Hellmann, 2013), this study intends to explore Saudi graduate students’ perceptions of 
English academic writing, especially their understanding of academic writing and of 
plagiarism. The reason behind exploring their perceptions of plagiarism as well is that it 
seems to be a widespread practice (Furedi, 2003). In fact, some have found that more 
than 80 % of students plagiarize (Burkill & Abbey, 2004).  
In the rest of this chapter, I will first review the status of English in Saudi Arabia. 
A review on this topic is important because it will shed some light on the status of 
English in general and writing in English in particular in the Saudi educational system 
(for example, the role of English, history of English teaching, and approaches to teaching 
writing) which, hopefully, will lead to some explanations regarding Saudi graduate 
students’ perceptions of academic writing. I will then talk about the writing scores of 
Saudi students in TOEFL (Test Of English as a Foreign Language) and IELTS 
(International English Language Testing System). TOEFL and IELTS are international 
tests used to measure students’ abilities to use and understand English at the university 
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level. Looking at their TOEFL and IELTS scores that reflect their writing skill scores will 
enable me to understand the features of their writing skill according to writing experts 
(features here means problems in their writing skills). This step will help me to compare 
and contrast such features with the perceptions of the participants regarding the 
difficulties they encounter in their writing their term papers.  
After that, I will show how academic writing is perceived by some experts from 
the field of academic writing. Additionally, I will explain the difficulties encountered by 
L2 students in academic writing. One of the purposes for talking about such points is to 
highlight the effects of first language (L1) writing theories on second language (L2) 
writing style.   
Since this dissertation is about graduate students’ perceptions of academic 
writing, I will talk about the purpose of academic writing for graduate students and I will 
refer to the type of academic writing expected from students who are at the graduate 
level. Because some researchers (for example, Hirvela & Belcher, 2001; Ivanic & Camps, 
2001) consider the presence of voice in students’ English writing as a sign of how strong 
that writing is, it is important to define it and to talk about why students fail to attempt to 
show their voices in their writing as mentioned by some studies in the literature. 
Because one of the important skills a graduate student has to acquire is audience 
awareness (Kakh & Mansor, 2014), it is important to talk about it and its effects on some 
students based on findings from different studies. I will also illustrate the importance of 
writing centers for graduate students because they “need additional support to master 
both the content of their subjects and the writing conventions of their disciplines” 
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(Snively, Freeman, & Prentice, 2006, 154) and the writing centers could be a venue 
where such additional support can be provided. I will also cite some studies that 
identified some of the reasons that make students do not go there.   
Next, I will talk about what the literature has said about graduate students' 
perceptions of academic writing in general and their perceptions based on their 
disciplines, on their countries, and on genres in particular. I will also refer to the studies 
that address the perceived sources of some of the students’ perceptions of academic 
writing and of plagiarism. Since plagiarism is an important topic in academic writing, I 
will highlight some of the studies that talked about plagiarism in general and students’ 
perceptions of plagiarism in particular. I will then talk about some of the perceived 
sources for the student’s perception. Finally, I will present the research questions that the 
current study attempts to find answers to.  
2.2. The status of English in Saudi Arabia 
It is important to talk about English in Saudi Arabia because it will make us 
understand the history, the status, the role of English in general and English writing in 
particular, and how they (English in general and English writing skill in particular) are 
taught to students in Saudi Arabia.  
2.2.1. The educational system in Saudi Arabia 
When oil was discovered in Saudi Arabia in 1933, King Abdul-Aziz bin Saud, the 
founder of Saudi Arabia, started to put heavy emphasis on education for Saudi citizens 
(Al-Saloom, 1995). Before that, the Saudis were only memorizing the Holy Quran and 
learning to read and to write basic Arabic with the help of Imams (usually religious 
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persons). Since 1933, the educational system in the Kingdom of Saudi Arabia aimed to 
achieve two goals. The first one is eliminating illiteracy. The second one is meeting the 
social, economic, and religious needs of the country. Al-Saloom (1995), for example, 
notices the crucial role of religion in education:  
Islam is the very soul of its [the Saudi educational system] curriculum and 
may best be illustrated by the number of periods per week devoted to the 
study of Qur’an, Islamic tradition, jurisprudence, and theology from the 
first level of kindergarten to the last level of higher education. (p.19)  
Since 1933, the educational system in the Kingdom of Saudi Arabia has witnessed 
major changes for the purpose of providing the Saudi citizens with a high-quality 
education.   
Currently, the educational system in Saudi Arabia consists of five stages: 
kindergarten (one-two years) for children at five and/or six years old, elementary school 
(six years) for students who are between seven -12 years old, intermediate school (three 
years) for students who are 13-15 years old, secondary school (three years) for students 
who are 16-18 years old, and university (four -six years depending on the major) for 
students who are 19-24 years old.  With the exception of kindergarten, schools are 
segregated by gender. Education is free for Saudi citizens and residents; however, the 
residents are asked to pay tuition if they want to study in Saudi universities.   
2.2.2. Foreign language policy and the role of English in Saudi Arabia 
English has become a very important language in the world, especially in terms of 
international relations and scientific-technological advancement in every country. As a 
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result, English is the only foreign language taught in Saudi Arabia and students start 
learning English from grade four (10-year-old students) . However, English in Saudi 
Arabia is not considered a second language but a foreign language, which makes Saudi 
Arabia an expanding-circle country (Kachru, 1992). This status of English means that 
English is not an official language in the country, and it is not used as a means of 
communication in the country. It is only learned and practiced by Saudi students in 
classroom settings.   
In the wider society, English is often useful. For example, applicants to private 
sector jobs (for example, hospitals, hotels, clinics, factories, and media) are expected to 
know how to communicate in English. With more than nine million people from various 
nationalities in Saudi Arabia in 2012 (Central Department of Statistics and Information, 
2013), English is the common language used for communication among 9 million people 
and between them and the Saudis, as well. English media are also available. For example, 
one of the channels of Saudi TV broadcasts in English and two newspapers are published 
daily completely in English.   
2.2.3. The history of English teaching in Saudi Arabia 
Although the Kingdom of Saudi Arabia has never been colonized by a European 
country, English was introduced to the Saudis for political, economic, and religious 
reasons. The unification of Saudi Arabia took place from 1902 until 1932. During that 
time (1902-1932), the government realized the need for Saudi citizens to be able to 
interact in English with different people from different countries in the world. Needing to 
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run a new country, the Saudi government needed to develop relations with many 
countries and English was the language of some of these countries.  
When oil was discovered in Saudi Arabia, many American and British companies, 
experts, and employees were recruited to help, and many Saudis who worked in those 
companies were asked to learn English to facilitate the communication between them and 
English-speaking experts and employees (Alam, 1986). Moreover, the country needed to 
create an infrastructure (for instance, electricity, health, water, and telecommunication) 
where many workers from different countries share English as a common language. 
Saudi citizens were taught English to interact with these workers. Furthermore, Saudi 
Arabia has the two holiest mosques in Islam where millions of Muslims around the world 
visit to perform Umra and Haj (religious rites). As a result, it was important for the 
Saudis to learn English in order to be able to interact with those visitors who speak 
English.       
The decision makers in the newly unified country fully understood the importance 
of English for the country; therefore, they decided that English should be included in the 
educational system of the country. The Ministry of Education in the Kingdom of Saudi 
Arabia initiated the teaching of English as a foreign language in 1927 (Al-Ahaydib, 
1986).  The educational policy in the Kingdom of Saudi Arabia revealed that the purpose 
of teaching English in the country is:  
Furnishing the students with at least one of the living languages, in 
addition to their original language, to enable them acquire knowledge, arts 
and useful inventions, transmit our knowledge and sciences to other 
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communities and participate in the spreading of Islam and serving 
humanity. (Ministry of Education, 1974: 13) 
The Ministry of Education in the Kingdom of Saudi Arabia revealed the following 
points as the general aims and objectives of teaching English to the students (Rahman & 
Alhaisoni, 2013, 114):   
“1-  To enable the student to acquire basic language skills (listening,   
       speaking, reading, and writing). 
2- To develop student's awareness of the importance of English as a 
means of international communication. 
3- To develop the student’s positive attitudes towards learning English. 
4- To enable the student to acquire the necessary linguistic competence 
required in various life situations. 
5- To enable the student to acquire the linguistic competence required in 
different professions. 
6- To develop student's awareness about the cultural, economic, and 
social issues of his society and prepare him to participate in their 
solutions. 
7- To develop the linguistic competence that enables the student, in the 
future, to present and to explain the Islamic concepts and issues, and to 
participate in spreading Islam. 
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8- To enable the student linguistically to present the culture and 
civilization of his nation.  
9- To enable the student linguistically to benefit from English-speaking 
nations, that would enhance the concepts of international cooperation 
that would develop understanding and respect of the cultural 
difference between nations.  
10- To provide the student with the linguistic basis that would enable him 
to participate in transferring other nations’ scientific and technological 
advances that can enhance the progress of his nation.” 
The general aims and objectives of teaching English in Saudi Arabia for the 
elementary, intermediate, and secondary stages can be found in Appendix A. 
In 1929, English was taught at the elementary level; however, English instruction 
was terminated in 1948 for no obvious reasons (Al Hajailan, 2003). Teaching English 
began at the secondary level first in 1927 with the establishment of the first secondary 
school. Later on, it became a subject at the intermediate level in 1953 (Jan, 1984). 
English was taught again to students at the elementary level in 2004, but it was taught to 
students in the sixth grade only. In 2011, it was introduced to students in the fourth level, 
and it was introduced to the fifth graders in 2012.   
2.2.4. English as a subject in the Saudi educational system 
English is the only foreign language taught in public schools in Saudi Arabia. It 
is, sometimes, taught along with French in some private schools. English is taught at all 
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universities whether as a major or as an elective subject. In some departments at 
universities (for example, medicine, science, engineering, dentistry, pharmacy), English 
is used as the medium of instruction.    
In elementary, intermediate, and secondary public schools, textbooks for all 
subjects, with the exception of English textbooks, are written in Arabic. English is taught 
by Arab teachers (mostly Saudis nowadays). This phenomenon is considered by some 
researchers (for example, Schweer, 1999) as an advantage because the teachers are able 
to interact with their students in their native language which supposedly leads to the 
better teaching of English.  
The textbooks used to teach English to students in Saudi Arabia in elementary, 
intermediate, and secondary schools used to be developed locally in order to reflect the 
culture of the country and to describe the events that took place in the country, as well. 
The developers of the books were asked to make sure not to include topics which are not 
related to the culture or to the religion embraced by the Saudi people. Dating and 
drinking wine, for example, are not included in such books because they are not allowed 
in the country. However, in recent years, the Saudi Ministry of Education started to use 
books for teaching English published by foreign companies. These companies include: 
EF education first, Oxford, and MM publications.  Such companies were asked to be 
selective regarding the topics included in the books.  
2.2.5. Approaches to teaching English writing in Saudi Arabia 
It is important to explore how English writing is taught to students in the 
Kingdom of Saudi Arabia because this knowledge might help in understanding Saudi 
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graduate students’ perception of academic writing. Unlike teaching English writing in 
universities where it is different from university to university and from department to 
department, teaching English writing in Saudi Arabia at the elementary, intermediate, and 
secondary schools level is similar because the students are studying the same books 
(except in international schools where the books vary from school to school).  
2.2.5.1. English writing instruction at the elementary, intermediate, and secondary 
schools level 
Except in elementary schools where it is taught only twice a week, English is 
taught four times a week in intermediate and in secondary schools in the Kingdom of 
Saudi Arabia. English is taught for forty five minutes in each session for students 
enrolled in elementary, in intermediate, and in secondary schools. In order for the 
students to pass, they are required to get only 28 out of a total score of 100. 
Unfortunately, it is considered a very low score to prove that the student is qualified to 
pass. In other words, it is expected that all students will pass since it is very easy to get 
such a low score. 
Although English is taught for 9 years before a student can enroll in a university 
(from grade 4 to grade 12 according to the American educational system), most writing 
textbooks focus on grammar (for example, the use of comma, apostrophe, spelling) rather 
than writing itself (for example, structure, process, strategies, genres, voice). The most 
common exercise in the writing textbooks is that an essay (usually contains 2-3 
paragraphs) is provided to the students where there is a mistake in every line (the mistake 
could be something related to spelling, punctuation, tenses, and pronouns) and the 
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students have to identify the mistakes and correct them. Another common exercise is 
copying a written essay where the students are going to change only a limited number of 
words; for example, in the writing textbook for 12 graders, there is an essay about The 
Planet Venus and the students are asked to write about The Planet Mars. The students are 
provided with a table that shows some information about the two planets (for example, 
the distance between the planet and the sun, its diameter, the number of days, and average 
temperature). Using the information in the table, the students write an essay similar to the 
one that they just read. 
In elementary, intermediate, and secondary schools in Saudi Arabia, there are no 
specific classes for writing per se. Although students are introduced to topic sentences, 
supporting paragraphs, and conclusions, they are asked to write only 1-2 short paragraphs 
or very short essays during the whole semester. Writing ability is neglected by teachers of 
English in the Kingdom of Saudi Arabia. Students, for example, are usually asked to 
memorize 1-3 essays from the textbook before the final exams and they will be asked to 
write only one of those essays with the help of a table that contains some information 
about the topic. In this kind of writing test, Saudi students do not use critical thinking or 
even express their own opinions in their essays. Alnofal (2004) points out that 
Students are puzzled if they are asked to write about a topic they did not 
memorize in advance. Students are not trained to write about new topics. 
They are trained to write what they read, changing particular structural 
features like tense or subject. Generally speaking, the writing assignments 
are used to improve and test the mastery of grammatical structure. (p.20) 
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In short, most of the Saudi students finish elementary, intermediate, and 
secondary stages and their writing ability in English is very poor.  
2.2.5.2. English writing instruction at the university level 
Although qualified native speakers (NS) of English are preferred to teach English 
in the Kingdom of Saudi Arabia, very few of them can be seen in Saudi universities and 
colleges. One of the reasons for this shortage in the number of qualified NSs is the high 
salary they demand. As a result, it is rare, if any, to find a qualified NS of English who 
holds a Ph.D. in Teaching English as a Second Language (TESL) or related fields and 
teaches in one of the Saudi universities and colleges. Some of the NSs hold a master's 
degree, and most of them hold only a bachelor’s degree. In addition, not all the NSs who 
teach English in Saudi Arabia have experience in teaching English as a foreign language 
(EFL) students and have a degree in TESL or Teaching English as a Foreign Language 
(TEFL) or even in a relevant field (for instance, literature, translation,or linguistics), but 
they are recruited by their employers to teach just because they are native speakers of 
English.  
Most of the professors who teach English at the university level are Arabs (for 
example, Saudis, Egyptians, Syrians, and Sudanese). Many of these professors received 
their graduate degrees from universities in their countries.  There are some Saudi and 
Arab professors who received their graduate degrees from English-speaking countries 
(for instance, U.S.A., U.K., Canada, or Australia). Unfortunately, there is a tendency 
among Saudis not to teach in the universities. Instead, they prefer to take administrative 
jobs whether in the universities or in any other place.  
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At the university level, the number of English classes depends on the departments 
the students are enrolled in. In English departments, for example, the students take 
classes about the four skills and other areas (for instance, literature, translation, 
linguistics, sociolinguistics, testing) more than their non-English-major counterparts 
enrolled in other departments who take only one class (a three-hour class) per week. 
Students pursuing a bachelor’s degree from the English department at Qassim University 
in Saudi Arabia, for example, will have to take four courses in writing (i.e., Writing I, 
Writing II, Writing III, and Essay). Students enrolled in departments other than English 
will take only one course about English and it is mainly about reading and/or grammar. 
In writing classes, for English majors, the instructions are given in written form 
by the teachers and the assignments are completed in class or at home (Al-Hazmi & 
Scholfield, 2007). The writing classes, according to Al-Hazmi and Scholfield (2007), 
start with a brainstorming session and a discussion regarding the topic(s) of the 
assignment. Students, in contrast to the students enrolled in American universities, are 
not required to produce drafts of their works (Al-Hazmi & Scholfield, 2007). Not asking 
the students to revise and to produce drafts of their works could be attributed to the large 
number of students in a class (40 students at least in one class) which does not allow 
professors to provide them with some feedback. Professors and teaching assistants are 
usually required to teach 4-5 classes (which means 160 students at least) in addition to 
academic research and administrative work they are sometimes asked to do. Having such 
heavy workloads (teaching 160 students at least, doing academic research, and 
administrative work) does not allow professors and teaching assistants to read more than 
one draft for each student. As a result, only the highly motivated students will revise and 
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work on several drafts of their works and give them back to their professors who, if they 
have time, will correct those drafts. Although making the students rely on themselves 
could be considered a positive matter since it helps them to be independent, one could 
aargue that it does not assist them in improving their academic writing skills.       
2.3. Saudi students’ TOEFL and IELTS writing scores 
Admission committees at universities in English-speaking countries use 
standardized test scores (for example, TOEFL and IELTS) to assess the English language 
proficiency of non-native speakers of English. International students are required to take 
such tests and to get a specific score in order to be admitted. Here, I will talk about Saudi 
students in the United States because they are the participants in this study. Additionally, 
I will talk about the Saudi students’ writing scores in both IELTS and TOEFL. Knowing 
such scores will enable us to understand what may be the problems in the essays written 
by the Saudi students according to the IELTS and TOEFL examiners. Such knowledge 
may be useful when we explore Saudi students’ perceptions of academic writing to 
compare and contrast what the participants perceive as difficult in academic writing with 
what may be the problems in their TOEFL and IELTs essay.  
2.3.1. Saudi students in the U.S. 
The government of Saudi Arabia started a program called the King Abdullah 
Scholarship Program (KASP) in 2005. The purpose of this program is to help the Saudis 
to study abroad at the undergraduate and graduate levels. In the 2010-2011 academic 
year, there were more than 140,000 Saudi students supported by this program in 22 
countries (Ministry of Higher Education in Saudi Arabia, 2013b). The number of Saudi 
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students in the United States has reached 128,014 in 2013 (Ministry of Higher Education 
of Saudi Arabia, 2014).  
Saudi students in the United States can be categorized into two groups: 
1) Those who work in Saudi organizations (for example, universities and ministries). 
They are supported by their organizations. In general, they are only allowed to do 
master’s and doctoral degrees.  
2) Those who do not work in organizations such as universities and ministries and 
wish to study abroad can apply to KASP and they can receive a scholarship for 
the degree that they want to study (bachelor, masters, or PhDs) if the requirements 
are met. 
2.3.2. TOEFL results for Saudi students 
One of the tests used by many English-speaking colleges and universities as an 
admission requirement for non-native speakers of English (NNS) is the Test of English as 
a Foreign Language (TOEFL). The test is administered by Educational Testing Service 
(ETS). The test aims to confirm that the NNSs’ level of academic English meets the 
requirements of the English-speaking colleges and universities. TOEFL is now used by 
numerous agencies and programs that provide scholarships. The score of the TOEFL tests 
is valid only for two years. After that, it is expired.  
According to ETS (The agency that administers the TOEFL), there are two 
formats of the TOEFL test. The first format is the TOEFL internet-based test (iBT) and 
the scores of this test range from 0 to 120. The second format is the TOEFL paper-based 
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test (PBT) and the scores of this test range from 310 to 677. Because most students 
nowadays take the TOEFL iBT (TOEFL, 2013), I will mainly discuss it below.  
The TOEFL iBT consists of four sections (reading, listening, speaking, and 
writing) and lasts for almost 4.5 hours. Table 1 provides more information about the test. 
TABLE 1  
Some information about the TOEFL iBT 
 No. of passages and 
tasks 
No. of questions Time Score 
READING Three to five passages 
12–14 questions for 
each passage 
60 - 100 
min. 
0 - 30 
LISTENING Six to nine passages 
5 – 6 questions for 
each passage 
60 – 90 min. 
0 - 30 
SPEAKING Six tasks  20 min. 0 - 30 
WRITING Two tasks  50 min. 0 - 30 
TOTAL    0 - 120 
 
As can be seen from Table 1, the score for the writing section in the TOEFL iBT 
ranges from 0 to 30. According to the official website of TOEFL, if a student gets scores 
between 24 and 30, his/her academic writing ability is “Good”, if s/he gets scores 
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between 17 and 23, this means his/her academic writing ability is “Fair”, and if s/he gets 
scores between 1 and 16, this means his/her academic writing ability is “Limited”.  
The writing section in the TOEFL iBT consists of two tasks. The first task is the 
integrated task. In this task, the test-takers read an academic passage and then listen to a 
speaker discussing the same topic. The test-taker is required to write a summary of the 
listening passage highlighting the essential points and then try to make a connection 
between the listening passage and the reading passage. The number of words for the 
essay in this task ranges from 150 to 225 words in 20 minutes. The second task is the 
independent passage. In this task, the test-takers are required to state and support their 
opinions on a certain topic. The number of words required for the essay in this task 
should be at least 300 words in 30 minutes. The essays of the test-takers are evaluated by 
4 raters. 
Saudi students from January 2012 to December 2012 had the second to the lowest 
score in the writing section of the TOEFL iBT when compared to the other sections of the 
test (Educational Testing Service, 2013). The average score for Saudi students in the 
writing section was only 15 out of 30. According to Educational Testing Service (2005), 
this score shows that the problems in the written essays for the independent writing by 
the test takers include: 
• “Limited development in response to the topic and task 
• Inadequate organization or connection of ideas 
• Inappropriate or insufficient exemplifications, explanations, or details to 
support or illustrate generalizations in response to the task 
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• A noticeably inappropriate choice of words or word forms 
• An accumulation of errors in sentence structure and/or usage.”  
(Educational Testing Service, 2005, p. 51) 
The Educational Testing Service (2005) points out that the problems in the written 
essays for the integrated writing at this score (15 out of 30) are: 
“A response at this level contains some relevant information from the 
lecture, but is marked by significant language difficulties or by significant 
omission or inaccuracy of important ideas from the lecture or in the 
connections between the lecture and the reading; a response at this level is 
marked by one or more of the following: 
• The response significantly misrepresents or completely omits the overall 
connection between the lecture and the reading 
• The response significantly omits or significantly misrepresents important points 
made in the lecture 
• The response contains language errors or expressions that largely obscure 
connections or meaning at key junctures, or that would likely obscure 
understanding of key ideas for a reader not already familiar with the reading and 
the lecture.” (Educational Testing Service, 2005, p.52) 
As we can see from the descriptions above, having such low mark shows that the 
academic writing skills of the Saudi students are poor. The essays written by Saudi 
students, for example, have problems with word choice, grammar, developing ideas, and 
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the organization of the essay. These essays also show the lack of the ability to make 
connections between ideas and to support their points of view in the essays. Such writing 
problems are suggested by ETS and are not my analysis of the Saudi students’ papers.     
2.3.3. IELTS results for Saudi students 
Another test used by many English-speaking colleges and universities as an 
admission requirement for the non-native speakers of English (NNS) is the IELTS 
(International English Language Testing System). The test is run by the British Council, 
IDP: IELTS Australia and Cambridge English Language Assessment. The purpose of this 
test is to measure the English language proficiency of international people who want to 
study, to work, or to immigrate to English-speaking countries. The IELTS test is now 
used by a large number of agencies and programs that provide scholarships. The score of 
the tests is valid only for two years. After that, it is expired. 
There are two types of the IELTS test. The first type is the academic test which is 
for students who want to enroll in universities and colleges in English-speaking countries. 
The second is the general test which is for those who want to emigrate to or work in 
English-speaking countries. Since Saudi students often take the academic test, it will be 
explained in details in the following paragraphs. 
The IELTS scores ranges from zero till nine, where zero means “the test taker did 
not attempt the test” and nine means “the test taker is an expert user.” Each sub-skill 
(reading, speaking, listening, and writing) has its own score. The test lasts for 2 hours and 
54 minutes. Table 2 demonstrates more information about the IELTS test. 
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TABLE 2  
Some information about the IELTS 
 No. of passages and 
tasks 
No. of 
questions 
Time Score 
READING Three passages 40 questions 60 minutes 0 – 9 
LISTENING Four sections 40 questions 40 minutes 0 – 9 
SPEAKING Three sections  11 - 14 minutes 0 – 9 
WRITING Two tasks  60 minutes 0 – 9 
TOTAL   
Around 2 hours 
& 54 m. 
0 – 9 
 
As can be seen from Table 2, the score for the writing section in the IELTS ranges 
from zero to nine. The writing section in the IELTS consists of two tasks. In Task One, 
the test-taker is supposed to describe, explain, or summarize a table, diagram, chart, or 
process in at least 150 words. In Task Two, the test-taker is required to write an essay 
responding to an argument about general topics in at least 250 words. The examiners will 
be looking at these areas when grading the test-takers’ essays: task achievement (in Task 
One), task response (in Task Two), coherence and cohesion, lexical resource, and 
grammatical range and accuracy. 
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Saudi students from January 2012 to December 2012 performed the worst in the 
writing section of the IELTS when compared with the other sections of the test (IELTS, 
2013a). The average score for the Saudi students in the writing section was only 4.7 out 
of 9. The following tables show the problems in the essays scoring at the 4.7 range in 
Task One and in Task Two according to the writing band descriptors (IELTS, 2013b).   
TABLE 3 
The problemsin Task One essays in IELTS for test-takers who get 4 - 4.9  
Task Achievement 
Coherence and 
Cohesion 
Lexical Resource 
Grammatical 
Range and 
Accuracy 
* attempts to address 
the task but does not 
cover all key 
features / bullet 
points; the format 
may be inappropriate 
* may confuse key 
features / bullet 
points with detail; 
parts may be 
unclear, irrelevant, 
repetitive or 
inaccurate. 
* presents 
information and 
ideas but these are 
not  arranged 
coherently and 
there is no clear 
progression in the 
response 
* uses some basic 
cohesive devices 
but these may be 
inaccurate or 
repetitive. 
*uses only basic 
vocabulary which 
may be used 
repetitively or 
which may be 
inappropriate for 
the task 
* has limited 
control of word 
formation and/or 
spelling; 
* errors may cause 
strain for the reader. 
* uses only a very 
limited range of 
structures with only 
rare use of 
subordinate clauses 
* some structures are 
accurate but errors 
predominate, and 
punctuation is often 
faulty. 
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TABLE 4  
The problemsin Ttask Two essays in IELTS for test-takers who get 4 - 4.9  
Task Achievement 
Coherence and 
Cohesion 
Lexical Resource 
Grammatical 
Range and 
Accuracy 
* responds to the task 
only in a minimal 
way or the answer is  
tangential; the format 
may be inappropriate  
* presents a position 
but this is unclear  
* presents some main 
ideas but these are 
difficult to identify 
and may be 
repetitive, irrelevant 
or not well supported 
* presents 
information and 
ideas but these are 
not  arranged 
coherently and 
there is no clear 
progression in the 
response 
* uses some basic 
cohesive devices 
but these may be 
inaccurate or 
repetitive 
* may not write in 
paragraphs or their 
use may be 
confusing 
* uses only basic 
vocabulary which 
may be used 
repetitively or 
which may be    
inappropriate for 
the task  
* has limited control 
of word formation 
and/or spelling; 
errors may cause 
strain for the reader 
* uses only a very 
limited range of 
structures with only 
rare use of 
subordinate clauses 
* some structures 
are accurate but 
errors predominate, 
and punctuation is 
often faulty 
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As we can see from the descriptions above, having such low marks shows that the 
academic writing skills of the Saudi students are poor. They, for example, have problems 
with delivering their ideas, with connecting their ideas, with choice of vocabulary, with 
grammar, and with spelling. Additionally, they lack the way to voice their thoughts and 
they know a limited number of academic words and sentence structures. Such problems 
are based on IELTS standards and are not my analysis of the Saudi papers.      
2.4. The literature on various aspects of academic writing 
It is important to talk about academic writing in order to be familiar with the types 
of difficulties students usually have with academic writing, with the types of differences 
in L1 and L2 academic writing, and with academic writing and graduate students in terms 
of its purpose and their performance.  
Academic writing has attracted the attention of many researchers (for instance, 
Canagarajah, 2002; Dudley-Evans, 1995; Ferris, 2009; Hyland, 2006; Matsuda, 1998; 
Swales, 2001; among others). Academic writing has been approached from different 
angles. Swales (1990) and Bhatia (1993), for example, focused on genres and Ferris 
(1995 a & b) focused on feedback. 
Many researchers provide various purposes for academic writing. Torrance, 
Thomas, & Robinson (1994), for example, described academic writing as a "complex 
combination" of generating and choosing ideas to produce a text (p. 379). Torrance et al. 
(1994) claim that the purpose of academic writing is to create new knowledge. Irvin 
(2010) argues that academic writing is “demonstrate[ing] knowledge and show 
proficiency with certain disciplinary skills of thinking, interpreting, and presenting.” (p. 
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8). In this definition, Irvin (2010) points out that the writer should be aware of his/her 
audience and their expectations in order to be able to achieve success in the writing task.   
 Other than producing or demonstrating knowing, Dong (1997) claims that 
academic writing:  
Involves learning a new set of academic rules and learning how to play by 
these rules. Often these rules change from discipline to discipline, and the 
audience and the purpose of writing vary according to each writing 
context. For non-native students, the mismatch of writing difficulties and 
expectations operating in their home countries compound their writing 
difficulties.  (p. 10) 
As we can see in the definition above, Dong has expanded the definitions of 
academic writing to include learning the rules and expectations of one's disciplines and 
learning about how the expectations in one's first language may be different from those in 
the L2. Therefore, students are advised to learn the features of academic writing, 
including textual borrowing, authorship, originality, and textual ownership in order to 
meet the expectations of their chosen fields in L2 academic writing. Introducing such 
features would hekp non-native speakers of English who want to write in English for 
academic purposes to be aware of some problems related to academic writing (Bloch, 
2001).  
Other than talking about the purpose and nature of academic writing, some 
scholars have pointed out the effects of academic writing. Academic writing could impact 
student’s lives whether negatively or positively. Giridharan (2012), for example, points 
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out that good academic writing will lead to academic success. Academic writing could 
also have a negative effect on L2 students' academic success or survival as well. 
Listening to some international graduate students in the humanities and social sciences in 
the process of writing their theses, Cadman (1997) points out that the students are not 
aware of the academic conventions, and they are afraid that it would have a negative 
influence on their final grades.   
Another reason for the failure of ESL/EFL students in meeting institutional 
literacy expectations is that students perceive academic writing as not important to them 
(Tuan, 2010). Tuan (2010), for example, who interviewed 85 second-year students in the 
English Linguistics and Literature department at a university in China,  points out that not 
being interested in writing makes students lack motivation even to improve their own 
academic writing skills. Furthermore, academic writing is considered by some students as 
“a time-consuming and unpleasant chore” (Yong, 2010, p. 47).  
2.4.1. Previous studies on difficulties in academic writing 
Students in ESL/EFL contexts lack native-like linguistic abilities; however, they 
are expected to be familiar with the content of the subjects they are studying and the 
conventions of academic writing in order to be able to write good academic papers in 
their own disciplines. Many students face difficulties when they write in their mother 
tongues and writing becomes even more arduous when they write in the second language 
(Gilmore, 2009). Such challenges could have a bearing on their academic success.    
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It is important to shed some light on the difficulties in academic writing 
encountered by students. In subsequent chapters, I hope to compare and contrast such 
difficulties with those perceived by some Saudi graduate students in this study.   
2.4.1.1. Difficulties related to the influence of first language (L1) 
The theories of first language writing affect the learning of second language 
writing (McDonough, 1999). Several researchers attempted to identify the rhetorical 
features of certain languages, including, German (Clyne, 1987), Japanese (Kobayashi, 
1984), Arabic (Al-jubori, 1984; Sa’Adeddin, 1989). One of the findings that these studies 
share is that students tend to transfer the rhetorical features of their first language writing 
into their second language writing.  
2.4.1.2. Difficulties related to the writing process 
International students also struggle during the writing process in English-speaking 
universities (Cooper & Bikowski, 2007; Dudley-Evans, 2002). Cooper and Bikowski 
(2007) claim that international students are sometimes not aware of the writing demands 
of their own graduate majors and this makes them struggle while writing their academic 
papers.   
2.4.1.3. Difficulties related to teachers and teaching methods  
Most Saudi EFL students lack the motivation to write in English (Aljamhoor, 
1996; Jouhari, 1996; Al-jarf, 2001). They attributed this problem to old teaching methods 
and to unqualified teachers who are teaching English. Using the grammar-translation 
method in teaching English, for example, has limited the communication skills of the 
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Saudi students in the written and in the spoken forms (Abalhassan, 2002). Schneider 
(2009) refers to the formulaic writing introduced by the teachers who teach English to 
enable the students to increase their scores in standardized tests (for example, TOEFL, 
IELTS) as one of the reasons that make students not interested in writing. Unfortunately, 
this lack of interest affects students’ writing proficiency (Petric, 2002). 
2.4.2. Cross-cultural differences in writing 
Kaplan (1966) made the first attempt to address the effect of culture on second 
language writing. He claims that each language has a specific writing conventions that 
can affects students’ writing style when they write in a second language. That study 
started a new field of study initially called contrastive rhetoric and now is known as 
intercultural rhetoric. Intercultural rhetoric was first suggested by Connor in 2004 to 
describe the interpersonal and intercultural effects that shape second language writing 
(Connor, 2008).  Intercultural rhetoric is defined by Connor (2011) as: 
an umbrella term that includes cross-cultural studies (comparisons of the 
same concept in culture one and culture two) as well as studies of 
interactions in which writers from a variety of linguistic, cultural, and 
social backgrounds negotiate through speaking and writing” (Connor, 
2011, p. 2). 
There are some researchers who are not in favor of contrastive/intercultural 
rhetoric. Casanave (2004), for example, points out that intercultural rhetoric might not be 
a useful pedagogical construct. She claims that the “principles of intercultural rhetoric 
cannot be applied directly to classroom writing instruction” (Casanave, 2004, p. 43). She 
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also claimed that “narrative inquiry in L2 writing research can potentially help L2 writing 
researchers dismantle stereotypes of cultural patterns in writing and of writers labeled 
simplistically as representatives of their respective cultures” (Casanave, 2005, p. 29). 
Casanave (2004, 2005) seems to be asking to treat all students as individuals without 
contexts.   
Similar to Casanave, Spack (1997) claims that “Teachers and researchers need to 
view students as individuals, not as members of a cultural group, in order to understand 
the complexity of writing in a language they are in the process of acquiring” (p.772). 
On the other end of the scale, there are some researchers who defended 
contrastive/intercultural rhetoric. Li (2014), for example, argues that culture/context 
should be taken into consideration while attempting to understand and explain texts. She 
also believes that contrastive rhetoric should be limited to applied linguistics and text 
analysis. She points out that those who are against contrastive analysis come from various 
disciplinary orientations with a qualitative research focus which is different from 
contrastive analysis because it is more of a quantitative research emphasis.   
2.4.3. Differences in L1 and L2 academic writing 
Several attempts have been made to identify the similarities and differences 
between first language and second language academic writing. Noor (2001), for example, 
looked at contrastive analysis in different studies that compared texts written by 
professionals and students. He finds that teaching English to students is not enough, but 
English teachers should remodel students’ minds to help those students to develop their 
writing skills. He states that in order to develop the writing skill of ESL students, students 
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should be told that they “can learn a different rhetorical system the same way they have 
learned their own rhetorical system” if they want to be good writers (p.267).  
Some researchers believe that academic writing in L1 and in L2 tend to have more 
similarities than differences. Stapleton (2002), who explored the findings of some studies 
that dealt with some features in L2 writing, argues that academic writing in L1 and in L2 
have few differences. Those differences can be found in the development of the essay 
(for example, English writing is deductive whereas Chinese writing is inductive), in the 
structure (for example, the use of passive to avoid responsibility), and in the genre (for 
example, the absence of ‘I’ in journal articles).  
On the other end of the scale, there are some researchers who believe that 
academic writing in L1 and in L2 have more differences than similarities. Wang (2012), 
for example, claims that there are differences between them at the sentence level (which 
includes sentence subject and pattern), in terms of vocabulary (which includes formation 
of the vocabulary and choice of vocabulary), and at the passage level (which includes 
voice, organization, and the selected topic).   
Wang (2012) claims that one of the differences between academic writing in L1 
and in L2 is at the sentence level.  Wang (2012) claims that there is a tendency among 
Chinese students to use short sentences when they write in Chinese; therefore, that made 
them write short sentences in English, as well.  
Regarding the differences in academic writing between L1 and L2 in terms of 
vocabulary, Wang (2012) claims that English words show how they are pronounced 
which is on the contrary of the Chinese characters because they can demonstrate their 
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meanings from their  graphemes. Wang (2012) states that “[t]he differences in word 
formation between L1 and L2 can lead to differences in sentences, and structure in 
academic writing” (p. 637). There is a tendency among L1 writers to use the words forms 
in their first language when they write in a second language (Kaplan, 1976).   
At the passage level, Wang (2012) claims that the paragraph organization is 
different from a language to another. Kaplan (1966) points out that English speakers "use 
a predominantly linear paragraph organization in expository texts". The Chinese students, 
on the other end of the scale, tend not to write their essays in a direct approach (Shen, 
1989).  
Apparently, the influences of L1 on one's L2 writing are complex, as we can see 
in the review above. My position is that e ach culture has its preferences regarding forms 
of expression and other culture-specific expectations (Kaplan, 1966). Najera (1990) states 
that international students face difficulties when they attempt to adjust to the academic 
setting of the university. Those difficulties come from the differences between the old 
environment (their own country) and the new environment (the new country) in terms of 
type of education, relations between students and teachers, and the techniques of writing 
academic papers (Al-Nusair, 2000). Fageeh (2003) referred to culture as one of the 
reasons that influenced the writing skill of the Saudi students. For example, hHe claims 
that speaking in Saudi culture is preferred over writing, which may have led some Saudi 
students to see less value in improving their writing. 
Similarly, Bain Butler, Wei, and Zhou (2013) claim that Chinese and Thai 
students enrolled in American universities use the academic writing skills of their 
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cultures when they write in English. By the same token, Reid (1993) says “writers from 
different backgrounds organize and present written material that reflect the preferences of 
each particular culture” (p. 270). She claims that students’ cultural differences will have 
an influence on the linguistic features used in writing in English. Therefore, when the 
international students start their academic lives in English-speaking countries, they 
encounter difficulties regarding the new conventions they are expected to be familiar 
with.  
Of course, we will have to wait and see whether L1 culture and writing practices 
have any effecs on the perceptions of academic writing by the participants in this study. I 
will discuss this issue in the subsequent chapters. 
2.4.4. The research on academic writing and graduate students 
Since this dissertation is about graduate students’ perceptions of academic 
writing, I will first talk about the purpose of academic writing for graduate students. I 
will then refer to the type of academic writing expected from students who are at the 
graduate level. Finally, I will show the differences between graduate and undergraduate 
writing.   
 Since graduate students are expected to be proficient writers (Caffarella & 
Barnett, 2000), the purpose of academic writing for graduate students in higher 
education, according to Coffin, Curry, Goodman, Hewings, Lillis, & Swann (2003), is to 
enhance students’ thinking skills and content knowledge, to evaluate their writing skills 
and knowledge, and to encourage them to take part in academic communities.  
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Linder, Murphy, Wingenbach, & Kelsey (2004) claim that the performance of 
graduate students is measured through what they write in their term papers during their 
study. Therefore, the graduate students’ success in their programs is based on their 
academic writing skills (Pecorari, 2006).   
The differences between graduate and undergraduate writing as illustrated by 
Heady (2007), are demonstrated in Table 5.  
Table 5  
The differences between graduate writing and undergraduate writing 
Graduate Writing Undergraduate Writing 
Is mechanically skillful. Is mechanically correct. 
Is concise though also nuanced. Is concise. 
Is engaging, stylish, and interesting, and 
speaks with your own voice. 
Is clear though not necessarily interesting. 
Explores a topic or research question in 
an original way. 
May or may not demonstrate new ideas. 
Demonstrates extensive research. Contains citations when required. 
Has a strong organizational frame. Uses transition words and phrases. 
The paper moves from point to point in 
the way you want your audience’s 
Exactly conforms to outside models of 
argumentation, such as the Toulmin method 
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thoughts to move; structure grows out of 
content. 
of legal argument or classical rhetorical 
theory. 
Is written for a professional audience. 
Is written for a general audience or for the 
teacher. 
Will, with revision, be publishable in a 
professional journal or presentable at a 
good conference. 
Will, with revision, be presentable at an 
undergraduate conference or in a general 
interest publication. 
 
As can be seen from Table 5, the writing of graduate students goes beyond the 
conventions of good writing. Lavelle and Bushrow (2007), for example, referred to 
graduates’ writing as a tool employed by the students "to make a meaning that is beyond 
the sum of words" (p. 808). They also state that the type of academic writing at the 
graduate level requires that students “move beyond the strategies of their undergraduate 
years, and that graduate instructors develop awareness of what graduate students believe 
about writing and about how it is that they tackle writing assignments at that level” (p. 
818). 
2.4.5. Voice in academic writing  
Since some researchers (for example, Hirvela & Belcher, 2001; Ivanic & Camps, 
2001) considered the presence of the voice in students’ English writing as a sign of how 
strong that writings is, it is important to define it and to talk about the reasons that make 
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students do not attempt to show their voices in their writing as mentioned by some 
studies in the literature. 
Matsuda (2001) defines voice as “the amalgamative effect of the use of discursive 
and non-discursive features that language users choose, deliberately or otherwise, from 
socially available, yet ever changing repertoires” (p. 40). Although some researchers 
might sometimes use other terms; for example, authorial presence (Hyland, 2001) and 
authorial identity (Hirvela & Belcher, 2001; Ivanic & Camps, 2001; Tang & John, 1999), 
these terms can be considered similar to voice because their aim is to “identify similar 
discursive features associated with individualism found in written texts” (Stapleton, 2002, 
178). 
Several studies made attempts to explore the reasons that make some L2 learners 
avoid presenting their voice while writing. Some studies attributed that to the hierarchical 
and/or cultural values in some countries (Hinkel, 1999; Ramanathan & Atkinson, 1999; 
Ramanathan & Kaplan, 1996; Wu & Rubin, 2000). One of the signs that shows the use of 
voice in writing is the use of the ‘I’ (Hyland, 2001; Ivanic & Camps, 2001; Shen, 1989; 
Tang & John, 1999; Wu & Rubin, 2000). 
2.4.6. Awareness of audience in academic writing 
An academic writer should consider his/her audience during the writing process if 
s/he wants her/his work to be considered a good one (Stapleton, 2002). The expert writers 
are the ones who know their audience, their purpose of writing, and the discourse type 
(Berkenkotter, 1981). A writer must understand the expectations of his/her audience and 
write his/her works accordingly (Hayes & Bajzek, 2008). Knowing the audience will 
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have an effect on the writers’ works in terms of what information should be included and 
the arrangement of the presented information.  
One of the important skills a graduate student has to acquire is audience 
awareness (Kakh & Mansor, 2014). Ede and Lunsford (1984) claim that there are two 
types of audience. The first one is audience addressed which is “the actual or intended 
readers of a discourse”. The second one is audience invoked which is “a construction of 
the writer, a created fiction” (p. 82).   
Thinking of the audience while writing made the Iranian participants in a study 
add more details to their writing to express their ideas (Kuhi, Asadollahfamb, & Amin, 
2014). Carvalho (2002) claims that the number of qualifiers increased when his subjects 
started to take the audience into consideration during the writing process. In addition, 
thinking of the audience made the students use more sentences to describe their ideas and 
they also spent more time on planning in comparison with those who did not think of the 
audience while writing (Sato & Matsushima, 2006). Yoo (2010) points out that thinking 
of the audience made the students put much emphasis on the following strategies: keep in 
mind a purpose, adhere to the prompt, remember grammar and punctuation, and stick to 
rules and formats. 
2.4.7. Writing center and graduate students 
One of the facilities universities provide to their students to improve their skills is 
the writing center. Writing centers (sometimes they are called writing places, writing 
clinics, writing labs, writing rooms) take the form of peer tutoring (Williams & Severino, 
2004). For the purpose of helping students with their academic writing skills, many 
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universities provide writing centers and academic writing courses (Torrance & Thomas, 
1994; Wilkinson, 2005). 
The purpose of the writing center is to have “better writers, not better writing” 
(North, 1984, p. 438). The writing center helps students to be better writers through 
structuring their ideas instead of just proofreading their academic papers. Although some 
universities offer writing courses to make students familiar with the type of writing 
required at the graduate level, such courses cannot provide students with the assistance 
they need till they finish their degrees (Mullen, 2001). The consultants at the writing 
center, according to Harris (1997), should:   
guide, ask questions, listen, and make suggestions, but they are neither 
authority figures nor evaluators. […] Tutors, then, are trained to move 
writers into the active role of making decisions, asking questions, spotting 
problem areas in their writing, and finding solutions. Tutors are taught 
how to keep from seizing control and how to avoid identifying problems 
and offering solutions for students ... The tutor’s goal is not to fix the 
individual paper but to help the student become a better writer. (p. 221) 
Both North (1984) and Harris (1997) show that the writing center staff should not only 
improve students’ papers but also improve the students’ writing skills.  
 Although the number of the undergraduate students at universities tend to be more 
than the number of the graduate students, almost half of those who go to the writing 
center are second language graduate writers (Phillips, 2008). The claim made by Phillips 
(2008) about the type of the students who visit the writing center (graduate non-native 
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speakers of English) shows how the services provided by the writing center are important 
for this group of students.  
Since graduate students go to the writing center because they “need additional 
support to master both the content of their subjects and the writing conventions of their 
disciplines” (Snively et al., 2006, p. 154), it is important to talk about the reasons that 
make them go there and the reasons that prevented them from going there.  
Several studies, on the one hand, have talked about the reasons that make students 
seek help from the writing center. Grinnel (2003), for example, points out that students 
go to the writing center because of its one-on-one tutorial method. This type of learning 
make students learn better (Bruffee, 1987). He claims that:   
[s]tudents learn better through noncompetitive collaborative group work 
than in classrooms that are highly individualized and competitive. (p. 40) 
Another reason that make students seek help from the writing center is to discuss 
with the writing center staff the topic they want to write about before starting the writing 
process (Clark, 1992). This means that writing center’s services are not only limited to 
helping the students after they are done writing papers, but even before that to help them 
with the possible ideas that should be talked about in their assignments.    
Snively et al. (2006) claim that there are various reasons that make students go to 
the writing center. The first reason is that, unlike professors’ feedback, the consultants in 
the writing center provide graduate students with intensive feedback during the whole 
semester. The second reason is that graduate students can ask the consultants in the 
writing center some of the questions that they cannot ask their professors because they 
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feel that those questions are “stupid.” The last reason is that the consultants in the writing 
center can deal with some of the problems that some graduate students may encounter 
(for example, procrastination and writer’s block) better than the graduate students’ 
advisors. Students also prefer going to the writing centers because they know that the 
staff there will help them with their work instead of evaluating their work (Wallace & 
Wallace, 2006).     
Rafoth (2010) pinpoints several reasons that make students pay visits to the 
writing centers. He claims that one of the reasons that make students go to the writing 
centers is that staff there can help them put on paper what they have in their heads. A 
second reason mentioned by Rafoth (2010) is that students are looking for reassurance 
about how good their writing are so that they do not need to make changes. A third 
reason is that writing center staff can help students to develop a sense of audience in their 
writing so they can understand how their readers will respond to their papers.    
On the other hand, there are some studies that investigated the reasons that make 
students avoid seeking help from the writing center. Alexitch (2002), for example, claims 
that some students do not go to the writing center because they were not told to do so by 
their professors. Probably such students believed that their academic writing skills are 
good and that they are well-prepared so their professors do not ask them to go there 
(Vazquez, 2008). Another reason that makes some students do not want to go to the 
writing center is that they do not want to appear incompetent in front of their classmates 
and friends (Vazquez, 2008). Such students perceive visiting the writing center as a sign 
of having weak academic writing skills. Some of the students, according to Vazquez 
(2008), are not interested in writing itself. As a result, they avoid seeking help from the 
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writing center despite the fact that not going there might affect their academic papers’ 
grades negatively.  
Rosove (2009) refers to time as one of the reasons that causes students to not go 
to the writing center. She says that some students do not like spending a long time on 
their papers. Another reason that was mentioned by some of the students in Rosove’s 
study (2009) is that they did not receive A in their academic papers although they went to 
the writing center; therefore, students think that going there will not help them achieve 
good grades.   
2.5. Research about perception  
Since my study is about students’ perceptions, I am going first to talk about the 
importance of students’ perceptions. After that, I am going to highlight the findings of 
some studies that explored students' perceptions of academic writing according to their 
discipline, the students' perceptions of academic writing according to their countries, and 
the students' perceptions of academic writing according to academic genres.  
2.5.1. Definition of perception 
Perception is defined as “the process by which people select, organize, interpret, 
retrieve and respond to the information from the world around them.” (Schermerhorn, 
Hunt, & Osborn, 2003, p.2). I decided to explore students’ perceptions because 
perceptions are created based on their knowledge and backgrounds.  Therefore, 
perception, I believe, comes first and has an influence on shaping what comes after that.    
2.5.2. The importance of understanding students’ perceptions 
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The focus on learners in the field of L2 writing started with the beginning of using 
a student-centered approach to learning. This approach aims to explore students’ needs, 
their attitudes toward, and their perceptions of various aspects of writing. Johns (1997) 
refers to this approach as exploring the students’ personal theories of literacy. The 
personal theories she talks about are the writing strategies and experiences that students 
usually bring with them. She argues that the writing skill of learners is affected by such 
theories that shape their perceptions; therefore, it is very important to be familiar with 
students’ perceptions of academic writing for the purpose of helping them improve their 
academic writing skills.  
Students’ writing performance, according to Pajares and Valiante (2006), is 
affected by their perceptions. As a result, knowing the perceptions by students of writing 
could play a major role in providing them with the suitable writing exercises to develop 
their academic writing skills.      
2.5.3. Students' perceptions of academic writing according to their discipline   
 Using questionnaires, Koncel and Carney (1992) investigated the perceptions by 
60 graduate social work students of academic writing. The questionnaires had questions 
about services provided by the writing center and why students go/do not go there, 
questions about the most important but difficult skills to acquire, and questions about the 
students’ evaluations of their own writing skills and experiences.   
Koncel and Carney (1992) claim that students liked writing counseling because it 
improved their term papers. In addition, the students pointed out that they lacked 
confidence when it came to their own academic writing skills. The use of accurate 
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terminology in their field and the ability to write more concisely, according to the 
students, were their main difficulties that they encounter.  
Observing 47 doctoral students who had been enrolled within the last 5 years in 
the educational leadership program at a university in the USA and looking at their written 
and oral reflections on the scholarly writing process in order to explore their perceptions, 
Caffarella and Barnett (2000) found that the students in the study perceived receiving 
critique from professors and classmates as a very helpful element in terms of learning 
about the writing process and improving the last draft of their works. The students, 
however, revealed that receiving critique was emotional and sometimes frustrating.  
Cai (2013) used questionnaires and focus group interviews to explore students’ 
perceptions of academic writing. There were fifteen items in the questionnaire divided 
into three major sections. The first section explored the students’ purpose of learning 
academic writing and how important it was to them to be familiar with various academic 
genres. The second section aimed to explore the perceptions of the students regarding the 
difficulties of some academic writing skills. The last section asked the students about 
their language problems and general writing skills. There were 6 students in the focus 
group interview. The interviewees were asked the same questions from the questionnaire. 
The interviewees were also asked to provide some comments regarding some general 
answers from the questionnaires.   
The graduate students majoring in English dislike using academic language and 
claimed that they are interested in learning academic English only to finish their current 
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studies (Cai, 2013). Additionally, the findings revealed that the students experienced 
difficulties with the content and structure more than with language-related components.  
Apart from language problems, the students in Cai’s study (2013) also reported 
encountering problems regarding writing introductions, searching for appropriate 
literature using databases and library resources, and referring to sources. in addition, they 
reported experiencing difficulties in reviewing and critiquing the previous research and 
creating a research space (gap). Other sections following the introduction also proved 
difficult to them. these sections include designing the research methods, writing the 
methods section, summarizing and presenting the data, commenting data, writing 
references / bibliography, writing conclusions, and proofreading written assignments.  
2.5.4. Students' perceptions of academic writing according to their countries  
Graduate students’ perceptions of academic writing have been explored in some 
countries. Cooley and Lewkovicz (1995), for example, asked 362 graduate students at 
Hong Kong University to fill out a questionnaire that explores different aspects of 
academic writing (for example, their experience with academic writing, the difficulties 
they encounter, the level of difficulty regarding some academic writing skills).  
Cooley and Lewkovicz (1995) reported that at Hong Kong University, almost half 
of the graduate students who filled out the questionnaire revealed that they encounter 
difficulties with academic English. Those graduate students stated that they have major 
concerns with the development of ideas and with the organization of the argument.     
Yeh (2010) interviewed 4 Taiwanese graduate students who had just finished their 
first semester in the master’s program who were majoring in applied linguistics in order 
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to explore their perceptions of academic writing learned in the academic courses provided 
to them. The questions in the interview included questions about the students’ writing 
experiences, the most important elements in a research paper, the difficulties the students 
encounter while writing a research paper, and the issues in research writing that they 
want to learn more about. 
One of the interesting findings in that study is that the students revealed that such 
courses did not cover many issues related to academic writing. As a result, they still do 
not feel confident about their academic writing ability. The students also revealed that 
they encounter difficulties when it comes to writing the literature review section. Similar 
to the students in Cai’s study (2013), the students in Yeh’s study (2010) did not encounter 
difficulties with the language-related components.   
Lee and Tajino (2008) asked 95 Japanese students to fill out a questionnaire. The 
questionnaire includes 18 items that explore the students’ perceptions about the language-
related and structure/content-related issues.    
The students in Lee and Tajino’s study (2008) revealed that they tended to 
perceive academic writing to be difficult. The students also perceive the language-related 
components (for example, expressing ideas in correct English, expressing ideas clearly & 
logically, using appropriate academic styles) as more difficult than structure/content-
related components (for example, linking sentences smoothly, synthesizing information 
/ideas, proof-reading written assignments). 
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2.5.5. Students' perceptions of academic writing according to academic genres 
There are some studies, although few, that looked at the students’ perceptions 
when they are involved in writing different genres. Shaw (1991) interviewed 22 
international graduate students in a British university while they were writing their 
dissertations. The questions in the interview aimed to elicit information from the students 
about the academic relationship with other peers and with the advisor, the writing process 
and the effect of mother tongue, and the awareness of audience.     
Graduate students in the study conducted by Shaw (1991), for example, pointed 
out that the Introduction and the Discussion sections are the ones that they have problems 
with when they write their dissertations. Some of the students said that the Literature 
Review section is not difficult to write and some of the students, on the other hand, stated 
that it is difficult. Some of the participants claim that writing in English necessitates more 
sentences in order to provide more explanations.   
Bitchener and Basturkmen (2006) interviewed four international graduate students 
in a university in New Zealand to explore their perceptions about their writing 
difficulties. The questions in the interview included questions about the writing 
difficulties students encounter in writing some section in a thesis, the possible reasons for 
such difficulties, and some questions related to writing the content of the students’ theses.    
The students in Bitchener and Basturkmen’s study (2006) perceive writing the 
Discussion section in a thesis as a difficult task. The interviews revealed that the graduate 
students encounter difficulties to meet the requirements of this genre. Bitchener and 
Basturkmen (2006) claim that the reason for such difficulties is that the students do not 
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have a complete understanding of the role of this section. Moreover, it was found that the 
students tend to use simple sentences in writing this section.    
2.6. Students’ perceptions of plagiarism  
Being an international student helped me to be familiar with some of the problems 
international students usually encounter in their academic lives and in particular with the 
problems they encounter while writing academic papers (for example, academic papers 
for courses, lab reports, dissertations, theses). Since more than 80 % of international 
students plagiarize (Burkill & Abbey, 2004) which means that plagiarism is a widespread 
practice among students (Furedi, 2003) and the penalties that students receive for 
committing such an act vary, starting from losing some points or marks on their academic 
papers to failing a course (in some universities for plagiarizing), it is important to shed 
some light on the perceptions of the Saudi graduate students regarding this issue and how 
they perceive it.  
Carroll (2002) defines plagiarism as “passing off someone else’s work, whether 
intentionally or unintentionally, as your own for your own benefit” (p. 9). Plagiarism is 
considered by university faculty members as an increasing problem (Dennis, 2005; 
Maslen, 2003). Almost 54 % of the graduate students enrolled in Australian universities 
have plagiarized at least once (Maslen, 2003). The nonnative speakers of English have a 
tendency to commit plagiarism more than the native speakers (Dennis, 2005). 
One of the reasons that may encourage students to plagiarize, according to Maslen 
(2003) and to Pickard (2006), is the new inventions of technology that provide 
information to the students without difficulty or efforts (for instance, the Internet).  The 
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students also plagiarize because there is a heavy emphasis on the final assessments to the 
term papers that are written during the whole semester (Maslen, 2003). There are several 
reasons that make students plagiarize; for example, the student is not in contact with the 
professor because there are many students in the class, the student does not have the 
required skills, the student aims to get high marks, the bad design of the task, cultural 
differences, and the student does not have enough time (Razera, 2011; Relph & Randle, 
2006).  
Dawson (2004) and Park (2003), however, claim that some students commit 
plagiarism with no intention of doing that. Dawson (2004), for example, claims that 
students sometimes plagiarize unintentionally because they forget to write the reference, 
they did not know that their professors would check their papers for plagiarism, and they 
did not paraphrase enough words.  
Although plagiarism is not acceptable, Pennycook (1996) claims that plagiarism 
should not be completely prevented because: 
All language learning is to some extent a process of borrowing others’ 
words and we need to be flexible, not dogmatic, about where we draw 
boundaries between acceptable or unacceptable textual borrowings. (p. 
227) 
Dennis (2005) asked 80 undergraduate and graduate students to fill out a 
questionnaire to explore their perceptions of the meaning of plagiarism and the accepted 
borrowings from other texts before it is considered plagiarism. The questionnaire 
consisted of three sections. The first section included the definition of plagiarism and 
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several scenarios where the students were asked if these scenarios are considered 
plagiarism or not. The second section asked the students about their expectations of the 
number of their friends who plagiarized. The last section asked the students to provide 
the reasons that make students tend to plagiarize in their academic papers.    
 Dennis (2005) found that the students were less clear about which scenarios are 
considered plagiarism and which ones are not considered plagiarism. Moreover, when the 
students in this study were asked to choose among nine reasons for committing 
plagiarism, they pointed out that the most common reason is that they started too late and 
ran out of time and the least common reason is that they thought paraphrasing would be 
disrespectful.  
The international graduate students (n. 47) and the undergraduate students (n. 69) 
in the Department of Computer and Systems Sciences in a Swedish university revealed 
that they were not completely aware of what was acceptable and what was not acceptable 
when it comes to plagiarism (Razera, 2011). The participants referred to the lack of 
interest in the topic and to the repeated assignments every time the course is given as two 
of the main reasons that made students tend to plagiarize (Razera, 2011).  
2.7. Previous studies on students’ perceptions of academic writing and of plagiarism  
Studies that talked about the perceived sources of students’ perceptions of their 
academic writing skills and of the issue of plagiarism fall into two categories. The first 
category deals with the sources that take place on campus (for example, Lucas, 2001; 
Cai, 2013; Weil, Oyelere, Yeoh, & Firer, 2001). This category includes the effects of 
courses the students enroll in, the effects of teachers and professors, and the effects of the 
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teaching methods. The second category includes off-campus sources (for example, 
Carson & Nelson, 1996; Tajino, 2008). This category includes the effects of the students’ 
culture and the effects of the students’ English proficiency.    
2.7.1. On-campus sources of students’ perceptions  
Some studies have talked about the sources of students’ perceptions that take 
place on-campus. These sources include the effects of courses the students enroll in, the 
effects of teachers and professors, and the effects of teaching methods. 
2.7.1.1. The effects of the courses the students enroll in on their perceptions  
Some researchers explored the effects of the courses the students enroll in on 
shaping their perceptions. Lucas (2000), for example, points out that the subjects the 
students take during their first year when they major in accounting are very important. He 
attributes this importance to the role those courses play in shaping the perceptions of the 
students towards accounting and towards accountants. He says that students who found 
“the organisation of the course [is] very clear, with direct learning materials that provided 
them with reading for each section of the course and a clear programme of workshop 
questions and lecture handouts” (p. 487) did not consider accounting course as just a 
subject to be passed, but as techniques and strategies of accounting that they (the 
students) were eager to learn.   
In the study conducted by Gambell (1991), several students noticed that 
“university discouraged writing” (p. 429). Those students referred to the writing courses 
they are required to enroll in to support their claims. The students indicated that the 
unrealistic writing demands in those writing courses made them perceive writing as 
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difficult. One of the unrealistic writing demands, according to the students in Gambell’s 
study (1991), was that they are required to finish writing six essays in only three hours 
during their final exam.      
2.7.1.2. The effects of teachers and professors on students’ perceptions 
Academic writing is considered as a social activity (Kamler & Thomson, 2006). 
For instance, if we explore the expected kind of act between the student-writer and the 
teacher-reader, we will notice that such act is not to persuade, to entertain or to inform the 
teacher but to write the homework in the way s/he expected (Belanoff, 1991; Horowitz, 
1991; Popken, 1989). Hence, it can be stated that academic writing can be regarded as a 
form of testing supervised by teachers and professors and performed by students. 
Different researchers explored the effects of teachers on their students in terms of 
shaping their perceptions. Byrne and Willis (2005), for example, claim that teachers 
influenced their students’ perceptions. The 135 students who filled out questionnaires 
indicated that their teachers played a major role in shaping their perceptions and making 
them understand how accounting as a profession is important. Cai (2013) also points out 
that the Chinese graduate students he interviewed perceived the Introduction and the 
Referencing sections in a thesis as not difficult. The interviewees in Cai’s study (2013) 
referred to their teachers and to their professors who dedicated many lessons in their 
writing courses to teach them how to cite references correctly as the source of such a 
perception.   
Gambell (1991) claims that one of the factors that make students perceive writing 
as difficult is the “inconsistent and ambiguous standards among professors” (p. 429). He 
60 
 
says that some of those professors did not clarify to their students what they (professors) 
expect from them (students) in their (the students’) writing papers. He also says that the 
professors did not show their students how their papers would be graded. These two 
reasons, according to Gambell (1991), made the students in the study perceive writing as 
a difficult task. 
Power (2009) also includes professors as the major players in shaping the 
students’ perceptions of plagiarism. The students in her study claimed that “different 
professors have vastly different expectations and enforcements of plagiarism from one 
another” (p. 652). Such differences among professors lead to student penalties for 
plagiarizing although they did the same with other professors and were not punished for 
plagiarism. According to the students in Power’s study (2009), only one professor 
explicitly talked about plagiarism.       
Finally, Xuemei (2007) found that the professors and teachers of the students play 
a major role in shaping the students’ perceptions of writing in particular and in education 
in general. In Xuemei’s study (2007), the students did not search for different sources to 
improve their academic skills (for example, reading books, talking with a classmate), but 
they were relying on the teacher as the only source to teach them the academic writing 
conventions.     
2.7.1.3. The effects of teaching methods on students’ perceptions 
The perceptions of students are shaped by various factors, including teaching 
methods (Weil, Oyelere, Yeoh, & Firer, 2001). The 51 graduate students who took part in 
Weil et al.’s study (2001) indicated that using case studies in their courses made them 
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believe that their thinking skills have developed. The use of case studies also helped the 
students to have a more comprehensive understanding of what their profession would be 
in the real world in the future (Weil et al., 2001).  
2.7.2. Off-campus sources of the students’ perceptions 
Some studies have focused on the sources of students’ perceptions that take place 
off-campus. These sources include the effects of students’ culture and the effects of 
students’ English proficiency. 
2.7.2.1. The effects of students’ culture on their perceptions 
The students in the study conducted by Carson and Nelson (1996) perceived their 
peers’ comments on their writing as not effective enough to improve their essays. Such 
perceptions, according to Carson and Nelson (1996), can be attributed to the students’ 
culture (the Chinese culture) in which group harmony is valued more than criticism, in 
this case finding and correcting errors. As a result, the students in that study did not 
provide much feedback to their peers on their writings.  
Culture is closely related to identity formation, which can also be a source of 
perception. For example, Shen (1989) claims that learning to write in English requires the 
creation of an English identity. He attributes this claim to his personal experience. He 
points out that he could not use the first person singular in English because that 
contradicts the Chinese tendency of showing modesty in writing. Shen (1989) says: 
Acting upon my professor’s suggestion, I intentionally tried to show my 
“individuality” and to “glorify” “I” in my papers by using as many “I’s” as 
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possible — “I think,” “I believe,” “I see” — and deliberately cut out 
quotations from authorities. It was rather painful to hand in such pompous 
(I mean immodest) papers to my instructors. (p. 460)   
2.7.2.2. The effects of students’ English proficiency on their perceptions 
Sometimes students’ level of English proficiency could be a possible reason for 
perceiving writing in English as difficult by these students. Some of the students in Lee 
and Tajino’s study (2008), for example, referred to their low level of English proficiency 
as the reason for having difficulties with academic writing. This source, according to 
Graham (2006), is an internal factor which means that it requires much effort from the 
teachers to be treated because it is difficult for the students to overcome it.     
2.8. The significance of the study 
The experience and the native language of the writers affect their approaches and 
strategies (Lavelle & Bushrow, 2007). Wang (2012) points out that each culture in the 
world has different standards regarding the meaning of good writing. Therefore, many 
researchers called for research on international graduate students’ academic writing.  
Ferreira and Santoso (2008) indicate that the performance of the students is affected by 
their perceptions. In addition, it is important to explore the students’ perceptions because 
"students' beliefs about their own writing processes and competence are instrumental to 
their ultimate success as writers" (Pajares & Valiante, 2006, p. 158). Therefore, research 
on students' perceptions is very crucial because it is going to help them to improve their 
academic writing skills (Abdulwahed, 2010). 
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2.8.1. The research gaps  
There are various studies that explored the students’ perceptions of different 
aspects of academic writing and of the issue of plagiarism. Koncel and Carney (1992), for 
example, claim that their students liked the writing center because it improved their 
academic papers. They also said that their students encounter difficulty regarding the use 
of discipline-specific words. Caffarella and Barnett (2000) found that although the 
students perceived receiving critique from professors and classmates as a very helpful 
element, it was emotional and frustrating.  
Sometimes, the difficulties are not just sociocultural, but textual as well. For 
example, Cai (2013) and Yeh (2010) reported that their students experienced difficulties 
in the content and structure more than with language-related components which is 
different from the findings of Lee and Tajino’s study (2008).  Cooley and Lewkovicz 
(1995) claim that their students had major concerns with the development of ideas and 
with the organization of the argument. 
Students in some previous studies also talked about the difficulties they 
encountered with different sections of the academic paper. For example, the students in 
Yeh’s study (2010) pointed out that they encounter difficulties writing the Literature 
Review section. By contrast, the students in Shaw’s study (1991) claimed that writing the 
Literature Review section was not difficult. The students in Shaw’s study (1991) and in 
Bitchener and Basturkmen’s study (2006) claim that they encounter difficulties while 
writing the Introduction and the Discussion sections.   
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One of the reasons that encourage students to plagiarize, according to Maslen 
(2003) and to Pickard (2006), is the new inventions of technology that provides 
information to the students without difficulty or efforts. Students also plagiarize because 
there is a heavy emphasis on the final assessments to the term papers that are written 
during the whole semester (Maslen, 2003). Apart from technology and assessment, there 
are several other reasons that make students plagiarize; for example, students not being in 
contact with the professor because there are many students in the class, students aiming 
to get high marks, the bad design of the task, cultural differences, and students not having 
enough time (Razera, 2011; Relph & Randle, 2006). The students referred also to the lack 
of interest in the topic they are required to write about and the request for students to do 
the same assignments every time the course is given as two of the additional reasons that 
make students tend to plagiarize (Razera, 2011). 
Apart from purposeful plagiarism, Dawson (2004) claims that students sometimes 
plagiarize unintentionally because they forgot to write the reference, they did not think 
that professors would check their papers for plagiarism, and they did not paraphrase using 
enough words.    
The studies that talked about the perceived sources of the students’ perceptions on 
their academic writing skills and on the issue of plagiarism fall into two categories. The 
first category deals with the effects of the sources that take place on campus (for 
example, Lucas, 2001; Cai, 2013; Weil, Oyelere, Yeoh, & Firer, 2001). This category 
includes the effects of courses the students enroll in, the effects of teachers and 
professors, and the effects of the teaching methods. The second category includes off-
campus sources (for example, Carson & Nelson, 1996; Tajino, 2008). This category 
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includes the effects of the students’ culture and the effects of the students’ English 
proficiency. 
Some studies in the literature have pointed out that Saudi Arabian students 
encounter difficulties with academic writing (e.g., Fageeh, 2003), and the number of the 
Saudi students in the United States has reached 128,014 in 2013 (Ministry of Higher 
Education of Saudi Arabia, 2014). However, not much research has been carried on Saudi 
students. Shaw (2009) points out that:  
Research has been conducted to understand the challenges and needs of 
international students in general (with Asian students as the central focus). 
However, little research has been undertaken to understand the Saudi 
Arabian experience. In addition, studies exist that determine how to 
support international students (again predominantly Asian students), yet 
there is little that focuses on Saudi Arabian students. A sizeable sub-group 
of international students, Saudi students are under-represented in 
investigations of international students. (p.4) 
Exploring Saudi graduate students’ perceptions of different aspects of academic 
writing, of the issue of plagiarism, and of the perceived sources of such perceptions, 
especially when these students are from different disciplines, have not been investigated 
yet. As a result, this study will be focusing on some Saudi graduate students’ perceptions 
of academic writing. By focusing on Saudi graduate students, this study could lead to a 
clearer understanding of the perceptions of Saudi graduate students of academic writing 
with respect to their educational, cultural, and linguistic backgrounds. Gaining an 
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understanding of Saudi graduate students’ perceptions of academic writing will add to the 
already existing body of research in the area of academic writing.  
2.8.2. The possible effects of the study 
I hope to use the findings from the current study to: 
1- Help the instructors of academic writing courses at the graduate level at 
universities in Saudi Arabia and in other countries to be familiar with the 
weaknesses and strengths of the students’ academic writing skills 
2- Inform the Saudi graduate students about their weaknesses and strengths in 
academic writing 
3- Shed some light on how academic writing is perceived by some graduate students 
in one part of the world, which can enable researchers to have a general 
understanding of how academic writing may be perceived in different parts of the 
world 
4- Help the writing instructors who work with ESL and EFL students in English 
language institutes.  
5- Assist the authors of the writing books and writing course designers in making 
more productive materials   
6- Increase the awareness of those who work in the writing centers and proofreaders 
about the expected mistakes of some of their students that may be due to 
theirperceptions of academic writing  
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2.8.3. The research questions 
Therefore, this study aimed to address the following research questions: 
1- How do some Saudi graduate students perceive different aspects of academic 
writing?   
2- How do some Saudi graduate students perceive plagiarism?  
3- What might be the sources of the Saudi graduate students’ perceptions of 
academic writing and of plagiarism? 
2.9. Chapter summary 
In this chapter, I first reviewed the status of English in Saudi Arabia in terms of 
the role of English, the history of English teaching, and the approaches to teaching 
writing. To be familiar with the features of the Saudi students’ writing skill according to 
writing experts, I reported on their writing scores in TOEFL and in IELTS.  
Since this dissertation is about graduate students’ perceptions of academic 
writing, I reviewed some studies that talked about academic writing, its purpose, the type 
of academic writing expected from students who are at the graduate level, and the writing 
difficulties graduate students usually encounter. I also presented the findings of some 
studies that explored students’ perceptions according to their disciplines, their countries, 
and their genres to compare them with the findings of the current study. Finally, I 
referred to the studies that attempted to identify the sources of students’ perceptions.   
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I concluded the chapter with a discussion of the research gaps and the research 
questions that this study aimed to address. 
In the next chapter, I will provide a detailed discussion of my research design.
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CHAPTER III 
 
 
METHODOLOGY 
 
3.1. Introduction 
In this chapter, I will first explain the philosophical orientation to my dissertation 
project, which is social constructionism. After that, I will show that qualitative research is 
the most appropriate approach to my research project. Then, I will discuss why 
conducting interviews is suitable for this project. After that, I will present the interview 
questions. 
Next, I will point out the data collection procedure. After that, I will explain the 
piloting of the interview, the procedures of coding, and the transcription of the 
participants’ interviews. Later, I will give some details about the students whom I 
interviewed. In addition, I will talk about the reason that made me send the interview 
transcripts to the participants for member checks.      
I will also state how I established trustworthiness in my data collection and 
analysis. I will then describe the methods I employed to avoid any bias that could take 
70 
 
place by me (the researcher). Finally, I will talk about the strategies I followed to ensure 
that the research has met the ethical standards of scientific research.  
3.2. Social constructionism as the philosophical underpinning  
Using a social constructionist perspective was the approach employed to answer 
the research questions in my dissertation project. Social constructionism is a philosophy 
which asserts that the beliefs people hold create their reality (Berger & Luckmann, 1991; 
Schwandt, 2003). Social constructionism views “knowledge in some area [as] the product 
of our social practices and institutions, or of the interactions and negotiations between 
relevant social groups” (Gasper, 1999, p. 855). Social constructionism is considered a 
good metatheory for qualitative research (Reichertz & Zielke, 2008).   
3.3. Qualitative research as the approach 
Driven by social constructionism qualitative research approaches are considered 
the most suitable approaches to exploring the experiences and beliefs of participants 
(Arminio & Hultgren, 2002). Qualitative methodologies aim to explore and understand 
individuals’ experiences in greater depth (Brown, Stevens, Troiano, & Schneider, 2002), 
often striving to develop “a psychologically rich, in-depth understanding of a person, 
program or situation” (Rudestam & Newton, 2007, p. 37). 
The reason that I adopted a qualitative research approach to conducting this study 
is, as Creswell (2009) claims, that a qualitative study attempts to understand a human 
problem through making a big picture that has rich details of information provided by the 
participants. Qualitative research methodology is appropriate for my dissertation project 
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because it will allow me to conduct in-depth interviews with the participants to explore 
how they perceive English academic writing as non-native speakers of English. 
Qualitative research is “an approach to understanding and interpreting meanings 
constructed by individuals in interaction with their world” (Yeh, 2012). Because “there 
are multiple constructions and interpretations of reality that are in flux and that change 
over time,” there is a tendency among qualitative researchers to have an understanding of 
the individuals’ interpretations regarding a particular issue at a particular time (Merriam, 
2002, pp. 3-4). As a result, studies that are based on qualitative methods are expected to 
contain rich details about the participants and quotes from them to be used later in the 
studies. Interview is one of these qualitative methods.  
This study is an interview-based qualitative research using grounded theory for 
data analysis. A qualitative research design has been noted as especially capable of 
“reveal[ing] participants' views, feelings, intentions, and actions as well as the contexts 
and structures of their lives." Since people’s perceptions in general and their perceptions 
of academic writing are often associated with the “views, feelings, intentions, and actions 
as well as the context” of academic writing, a qualitative design coupled with grounded 
theory data analysis is especially suitable for exploring my research participants’ 
perceptions and the sources of such perceptions (Charmaz, 2006, p.26).   
Qualitative researchers  
can expand [their] understanding through verbal as well as nonverbal 
communications, process data immediately, clarify and summarize 
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material, check the respondents for accuracy of interpretation, and explore 
unusual or unanticipated responses” (Merriam, 2002, p. 5).  
  
The current study has the characteristics of qualitative research suggested by 
Maxwell (1996), Merriam (2002), and Creswell (2007): 
1. Qualitative researchers are interested in meaning, how people make 
sense of their lives and experiences, and how people structure their 
worlds. During the interviews with the participants, I did my best to make 
them talk about their experiences with academic writing and how they 
perceive academic writing and the issue of plagiarism 
2. The outcome is descriptive through words and pictures and is more 
concerned with process. My study was descriptive since I asked the 
participants to describe their experiences with academic writing. I also 
asked them to point out the difficulties they encounter while writing their 
papers and the strategies they usually follow to overcome such difficulties. 
3. Qualitative researchers are the primary instrument of data collection and 
analysis. Data are mediated through the human instrument rather than 
through inventories or machines. I was the only researcher who conducted 
interviews with the participants. I was able to bring my own experience 
which allowed me to ask the participants some specific questions and to 
elaborate more on some questions during the interviews. 
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4. The process of qualitative research is inductive in that the researchers 
usually build abstractions, concepts, hypotheses, and theories from details. 
(Creswell, 2009, p.145). In keeping with this tennet, I came up with codes 
and themes from the participants’ transcribed interviews. I was able to 
develop three theoretical understanding based on the findings. I will 
discuss these in Chapter VI. 
3.4. Interview as the main data collection method 
Conducting interviews is suitable for this project because interviews have these 
characteristics and advantages:  
Open-endedness: Interviewing the participants can help researchers to find out what 
those participants feel and think of their worlds (Rubin & Rubin, 2005), a characteristic 
consistent with the basic tenets of qualitative research described above.    
Patton (1990) explains: 
We interview people to find out from them those things we cannot directly 
observe .... we cannot observe feelings, thoughts, and intentions. We 
cannot observe behaviors that took place at some previous point in time .... 
we have to ask people questions about those things. The purpose of 
interviewing, then, is to allow us to enter into other person's perspective 
(p. 196). 
Since the participants’ perceptions of academic writing are not directly 
observable, conducting interviews with the participants enabled me to “ask open-ended 
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questions so that the participants can best voice their experiences unconstrained by any 
perspectives of the researcher or past findings” (Creswell, 2008, p. 225). Open-endedness 
is suitable for this project because it makes the students talk about their experiences with 
academic writing and they might elaborate in their answers for a question to cover more 
than one point. Asking the participants about what they like/dislike about academic 
writing in English, for example, will make the participants talk about their difficulties in 
academic writing (through the things that they dislike about academic writing) and the 
purpose of academic writing (through the things that they like about academic writing).  
Comprehensiveness: The researcher also can reach a comprehensive 
understanding regarding the participants’ experiences even if s/he did not take a part in 
those experiences (Rubin & Rubin, 2005).  The best way to study the beliefs people have 
is to interview them (Tuckman, 1972) because an interview “seeks to describe and 
understand the meaning of central themes in the life-world of the interviewee” (Kvale, 
1983, p. 175).  
Comprehensiveness is suitable for this project because it makes the students talk 
about and describe their own experiences in and perceptions of academic writing in their 
disciplines in a comprehensive manner. Each major requires that its students conform to 
academic writing conventions that are particular to that major. Coming from the 
department of English, I could not be aware of the academic writing skills required in the 
various disciplines the participants come from. Therefore, interviewing the participants 
helped me reach a comprehensive understanding about the academic writing conventions 
required in each major.   
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In fact, similar to my study, interviews have been used in different studies that 
aimed to explore participants’ perceptions of other issues, such as in Burrows (1989), 
Bitchener and Basturkmen (2006), Ferreira and Santoso (2008), Power (2009), Ismail 
(2011), Sasagawa (2011), Gamlem and Smith (2013), and Lam (2013).  
The type of the interview in this study was a semi-structured one because it 
“allows the researcher to respond to the situation at hand, to the emerging worldview of 
the respondent, and to new ideas on the topic” (Merriam, 1998, p. 74). A semi-structured 
qualitative interview enables the interviewer to introduce the topic to the interviewees 
and guide the discussion to make them provide detailed information to answer the 
research questions. The result of such method when compared to other methods is more 
reliable because the data are given in details; therefore, the researcher will be able to have 
a solid ground for his/her study (Miles & Huberman, 1994).  
In planning this type of research, I followed the following steps suggested by 
Kvale and Brinkmann (2009) to conduct semi-structured interview, which are: 
thematizing, designing, interviewing, transcribing, analyzing, verifying, and reporting. 
This is how they describe each stage of an interview inquiry: 
1.Thematizing: Formulate the purpose of an investigation and the 
conception of the theme to be investigated before the interviews start. The 
why and what of the investigation should be clarified before the question 
of how method is posed. I thematized my interview questions before my 
interview. I did my best to make the interview questions cover various 
aspects of English academic writing and of the issue of plagiarism.  
76 
 
2.Designing: Plan the design of the study, taking into consideration all 
seven stages of the investigation, before interviewing. Designing the study 
is undertaken with regard to obtaining the intended knowledge and taking 
into account the moral implications of the study. I borrowed and created 
the questions in the interview to help elicit as much information as 
possible to explore the Saudi graduate perceptions of academic writing 
and of the issue of plagiarism. 
3.Interviewing: Conduct the interviews based on an interview guide and 
with a reflective approach to the knowledge sought and the interpersonal 
relation of the interview situation. I interviewed 12 graduate Saudi 
students enrolling in different majors and in various American 
universities. 
4.Transcribing: Prepare the interview material for analysis, which 
generally includes a transcription from oral speech to written text. The 12 
interviews with the Saudi graduate students were transcribed. More details 
in Section 3.3.3. 
5.Analyzing: Decide, on the basis of the purpose and topic of the 
investigation and of the nature of the interview material, which modes of 
analysis are appropriate for the interviews. The interviews with the 
participants were coded using grounded theory 
6. Verifying: Ascertain the validity, reliability, and generalizability of the 
interview findings. Reliability refers to how consistent the results are, and 
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validity means whether an interview study investigates what is intended to 
be investigated. Credibility, validity, and reliability of the current study 
were attempted. More details in Section 3.3.8.  
7. Reporting: Communicate the findings of the study and the methods 
applied in a form that lives up to scientific criteria, takes the ethical 
aspects of the investigation into consideration, and results in a readable 
product. The findings of the current study were reported in the next 
chapters of this project. (Kvale & Brinkmann, 2009, p. 108).  
The interview questions were prepared in advance. As Richards (2003) suggested, 
I avoided sticking rigidly to the interview schedule and I gave the interviewees sufficient 
“thinking space” so they could express their opinions freely. When, for example, I asked 
the participants question No. 14, which aims to identify the problems that they have with 
writing, some of them talked about the problems they encounter and they also talked 
about the strategies they followed to overcome some of those problems. The strategies 
the participants follow to overcome such problems and to cope with writing academic 
English are the answer for question No. 20 in the interview questions list. I did not want 
to interrupt their answers because I wanted them to continue expressing their opinions 
freely.   
3.3.1. The interview questions 
The interview questions were prepared in a way that could reveal some answers to 
the research questions. Because the interview was semi-structured, I was able to ask more 
questions whenever one is required during the interviews. The interview questions are 
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available in Appendix C and a sample interview transcript with one of the participants is 
available in Appendix D. For the current study, there are thirty-eight questions divided 
into two sections.  
The first section of the interview aimed to collect some background knowledge, 
such as academic major, graduate degree, their education in Saudi Arabia, time these 
students started writing in English, the reasons that made the students write in English, 
their understanding of the meaning of academic writing, and the difference, if any, 
between academic writing and non-academic writing. These questions are necessary to 
track the sources of these Saudi graduate students’ perceptions of academic writing and 
of the issue of plagiarism (research question no. 3).    
The second section of the interview covers the students’ perceptions towards their 
personal academic writing skills. Those include how do they see themselves as writers in 
their majors (question No. 8 in the interview), their academic writing process (question 
No. 9 in the interview), proofreading and peer review (question No. 10 in the interview), 
the level of satisfaction with their own academic writing skills (question No. 12 in the 
interview), the importance of being able to write well as a graduate student (question No. 
13 in the interview), the problems they and other Saudi graduate students encounter while 
writing academic papers (questions No. 11, 14, &15 in the interview), the issues they like 
and the ones they dislike about academic writing in English (question No. 16 in the 
interview), what should be the focus of an academic writing course (question No. 17 in 
the interview), how academic writing should be taught (question No. 18 in the interview), 
learning to write academic English (question No. 19 in the interview), strategies they 
follow to cope with writing academic English (question No. 20 in the interview), the most 
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challenging issue/s in academic writing and the strategies and/or the services they have 
made use of to address these challenges (question No. 21 in the interview), and the 
factors that could positively or negatively affect their academic writing style (question 
No. 22 in the interview). 
The second section of the interview also asked the participants about the effect of 
Arabic on writing in English (question No. 27 in the interview), definition of plagiarism 
(question No. 28 in the interview), how plagiarism can be prevented (question No. 29 in 
the interview), the reasons that make students plagiarize (questions No. 31 & 33 in the 
interview), the pitfalls of plagiarism (question No. 32 in the interview), the ways to 
increase the students’ knowledge about plagiarism (question No. 34  in the interview), 
and the possible effects of the grading method in the Saudi educational system on their 
academic writing skills(questions No. 35, 36, 37, & 38 in the interview). The 
interviewees were also asked about topics related to academic writing that arose during 
the interviews. Table No. 6 provides a summary of the questions for the interview.    
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Table 6 
Information about the focus of the questions 
 FOCUS OF QUESTIONS PURPOSE 
F
ir
st
 s
ec
ti
on
 
 Academic major 
  Graduate degree 
 The participants’ education in 
Saudi Arabia  
 The time those participants 
started writing in English  
 The difference, if any, 
between academic writing and 
non-academic writing.   
 The reasons that made the 
participants write in English 
 Their understanding of the 
meaning of academic writing 
Background 
knowledge 
S
ec
on
d 
se
ct
io
n 
 How do they see themselves as 
writers in their majors 
 Their writing process while 
writing academic papers  
 Proofreading Engaging in peer 
review  
 The importance of being able to 
write well as a graduate student  
 The problems they encounter 
while writing academic papers  
 The issues they like and the 
ones they dislike about 
academic writing in English  
 Strategies employed to learn to 
write academic English  
 Strategies followed to cope with 
writing academic English  
 The most challenging issue/s in 
academic writing  
 The strategies and/or the 
services they have made use of 
to address these challenges  
 The factors that could 
positively or negatively affect 
their academic writing style  
 The effect of Arabic on writing 
in English  
 Definition of plagiarism  
 The ways to increase the 
students’ knowledge about 
plagiarism  
 How plagiarism can be 
prevented  
 The reasons that make students 
plagiarize  
 Effect of the grading methods 
in the Saudi educational system 
on their academic writing skills. 
Perceptions 
of academic 
writing 
skills 
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Some of the questions in the interview in this study were adopted and adapted 
from other studies because they serve the purpose of this study, which was to explore the 
sources of the perceptions by first probing into the participants’ perceptions of academic 
writing. From Krampetz and Ramirez (2005), for example, I adopted Questions 8, 9, and 
10. Those questions are related to the evaluation of the participants’ academic writing 
skills, writing process, and the revision process. Question 13 was adapted from Burrows 
(1989). This question deals with the importance of having good academic writing skills. 
In addition, Question 14 was borrowed from Gambell’s study (1991). This question seeks 
to uncover the difficulties the participants encounter while writing their academic papers. 
From Rosove’s study (2009), I borrowed point B in Question 21. This question explores 
the strategies the participants use to address the challenges they encounter in their 
academic writing. Moreover, I borrowed Questions 23, 24, 25, and 26 from Fageeh’s 
study (2003). Those questions explore the participants’ Arabic writing skills (their level 
in writing in Arabic, writing process, and difficulties they encounter during their writing 
process). Finally, Questions 32 and 33 were borrowed from Power’s study (2009). These 
two questions describe the pitfalls of plagiarism and the difficult-to-understand parts in 
plagiarism.  The rest of the questions in the interview were designed by me. Table no. 7 
provides some information about the borrowed questions for the interview in the current 
study. 
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Table 7 
Information about the borrowed questions 
QUESTION(S) NO. 
STUDY ADOPTED 
FROM 
PURPOSE 
 
8, 9, and 10 
 
Krampetz and Ramirez 
(2005) 
Evaluation of their own 
academic writing skills, 
writing process, and 
revision 
13 Burrows (1989) 
Importance of having good 
academic writing skills 
14 Gambell (1991) 
Difficulties the participants 
encounter in academic 
writing 
B in question no. 21 Rosove (2009) 
Strategies the participants 
use to address the 
challenges 
 
 
23, 24, 25, and 26 
 
 
Fageeh (2003) 
Exploring the participants’ 
Arabic writing skill (their 
level in writing in Arabic, 
writing process, and 
difficulties they encounter 
during their writing 
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process) 
 
32 and 33 
 
Power (2009) 
Describing the pitfalls of 
plagiarism and difficult-to-
understand parts in 
plagiarism 
 
3.3.2. The data collection procedure 
After receiving the permission from the Institutional Review Board (IRB) of my 
University, I started to recruit participants through emails and phone calls. I contacted 20 
potential participants. Although some of the students initially agreed to be interviewed, 
they later declined to do so for various reasons when they were subsequently contacted 
for the interview. At the end, twelve participants agreed to be interviewed.  
After signing the consent form, every participant was interviewed alone. The time 
for the interviews was between one and two hours. Six interviews were face-to-face, 
while six participants who lived in other U.S. states were interviewed by phone. Sykes 
and Hoinville (1985) and Borg and Gall (1996) point out that telephone interviewing is 
almost as effective as the standard face-to-face interview in terms of reaching the number 
of the interviewees and of the gained data.    
For those who were interviewed over the phone, I read the consent form to them 
first so that I could have their verbal agreement before starting the interview with them. 
After finishing the telephone interview with the participants, I emailed them the consent 
form so that they could sign it and return it to me. Since there was no need to videotape 
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the interviews because the students’ behavior, reaction, or facial expressions were not 
relevant to the research question in the current study, the interviews were only audio-
recorded.  
Each interview lasted between 60 to 120 minutes, as noted above. Although the 
participants were given the choice of being interviewed in English or in Arabic (the 
native language of the researcher and the interviewees), all the interviewees chose Arabic 
because they felt that their mother tongue made it easier for them to express their ideas 
freely and effectively.      
Before starting the interviews with the participants, I talked with them informally 
about different topics that were not related to the topic of my study so as to establish 
rapport with them. During the interviews, all the participants were asked the same 
questions in the same order unless they had already given answers to any questions that 
had not been asked yet. In cases like that, I would skip those questions because they had 
already provided the answers. Some of the participants, sometimes, were asked additional 
questions to clarify an issue or to expand on a potentially interesting or relevant point.   
In cases where participants talked about topics that do not seem to be directly 
related to the theme of the interview (for example, a sick daughter, an unpleasant trip, a 
disagreement with a friend), I did not interrupt them; however, only the parts that I 
considered to be directly related to the questions of the interviews were transcribed. The 
cited quotes in this project are verbatim as spoken by the interviewees and transcribed 
from the audiotapes. 
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3.3.3. Transcribing the interviews 
To maximize the transcription quality of the participants’ interviews, I followed 
some of the strategies that were suggested by Poland (2003). The suggested strategies 
are: 
1-  Ensuring the quality of the recording device and process. To follow this step, I chose 
rooms there were quiet and interruptions were not expected. The rooms were in the 
university library. Those rooms were designed to be quiet places in order to allow 
students to study. I also ensure that the battery of the recording device was fully 
charged. For telephone interviewes, I followed the same step.   
2-  Using transcription conventions. I used some of the transcription conventions in order 
to help the readers of my dissertation to understand some of the excerpts used in the 
current study. A list of the transcription conventions is available in Figure 1. 
3- Reviewing transcription quality. After checking the accuracy of my transcription and 
my translation,  I asked a student to check the accuracy of my translation. In addition, I 
asked a different student to code the transcribed interviews).   
4- Member checking. After finishing writing up the participants’ interview transcripts, I 
sent them to the participants to be able to read them and to confirm their answers).   
The following paragraphs and sections provide more details about how I followed 
the previously mentioned strategies.  
After interviewing the participants, I transcribed the interviews. Only the parts 
that are directly related to the questions of the interviews were transcribed. Digressions, 
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as noted above, were not transcribed. The cited quotes in this dissertation are verbatim as 
spoken by the interviewees and transcribed from the audiotapes. Since I have some 
experience performing this task, I did the transcriptions myself. The participants were 
also given pseudonyms in order to maintain their anonymity. 
The transcribed interviews with the participants were compiled in a document of 
56 single-spaced pages. For ensuring the quality in the transcripts, I transcribed each 
interview and then I listened to the audiotapes 2 times for coherence and consistency. For 
clarification purposes, Figure No. 1 demonstrates the transcription conventions that were 
used in the excerpts used in the next chapters: 
FIGURE 1 
Transcription conventions 
 
     [word]             A square bracketed word is used to clarify a piece of information (for  
                            example, a pronoun) that was previously mentioned (for example, “he  
                            [the professor] did not ask me to do that”). 
      …                  Three periods without brackets are used to refer to a pause that lasted  
                            more than three seconds.  
 
I transcribed the interviews in Arabic and translated them into English. The 
accuracy of my translation was checked by a Ph.D. student who is a native speaker of 
Arabic who was studying in the English Department in a different university from the one 
in which I conduct my dissertation project.  
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3.3.4. Piloting the interview 
For the purpose of avoiding any chances of misunderstanding or ambiguity during 
the interviews with the students, a pilot study of the interview with one student was 
conducted. It was completed as a full-fledged research project. The pilot interview lasted 
for 70 minutes. The interview with the student was recorded and transcribed. Based on 
the results of the pilot study (those include my observations and those of the participant), 
I made some changes: 
1- The result of the pilot study helped in avoiding some leading or biased 
questions. For example, instead of asking “ How important is academic 
writing for you?” which could be considered as a leading question, the 
question was changed to be “Do you think academic writing is important for 
graduate students or not? Why?” 
2- In addition, the pilot study provided me with assistance in rephrasing, 
rewording, changing, and reordering some questions. For example, instead of 
asking the participants the following question “What are your strategies to 
cope with problems in writing academic English?” before asking them this 
question “How did you learn to write academic English?”, I thought it would 
be much better to start with the second question before the first one because 
logically learning to write academic English comes before dealing with 
problems related to academic English in their academic papers.  
3- The pilot study also helped me keep track of the study via concentrating more 
on the research questions and more interview questions were developed in the 
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list of the interview questions to support the main research question in the 
current study. 
3.3.5. Coding 
Once I finished conducting interviews with the participants, I started listening to 
the audio files several times. The purposeof this step was to familiarize myself with what 
the participants had said in the interview. After that, I transcribed only the participants’ 
responses related to the research objectives. Therefore, information not relevant to 
academic writing (for example, a sick daughter, an unpleasant trip, or a disagreement 
with a friend) was not transcribed. After transcribing the interviews, I read the responses 
many times in order to identify the recurring themes and the overall thematic patterns 
across the 12 transcriptions.  
I coded the interviews using Grounded Theory. Grounded theory is a method that 
helps researchers to develop theories that are "inductively derived from the study of the 
phenomenon it represents" (Strauss & Corbin, 1990, p. 23).  It aims to “build theory that 
is faithful to and illuminates the area under study" (Strauss & Corbin, 1990, p.24). In this 
case, since I hoped to develop a clear understanding of some Saudi graduate students’ 
perceptions of academic writing, grounded theory seemed to be a suitable data analysis 
approach that could help me to become sensitive to how these students perceived 
academic writing from their vantage point.  
The coding process took place in several steps. First, I identified all the key points 
in the individual interviews. Key points in this case referred to data that have various 
degrees of significance. The next step involved the exploration of thematic similarities 
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across the key points throughout all the interviews. As a result, a number of common 
themes were identified which I will elaborate on in the findings and discussion chapters. 
During the coding process, I recursively reduced the number of codes and sub-codes in 
order to capture a more organized and hierarchical picture of the participants’ 
perceptions’ of academic writing and the sources of such perceptions. Finally, the coding 
process was completed using the help of another researcher with prior coding experience. 
He looked at the sentences and the identified codes and sub-codes. When we had any 
disagreement, we would talk about the reasons behind the disagreement until we reached 
a complete agreement about which code should be assigned for that particular sentence.  
The complete coding scheme is presented in Table 8.    
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 Table 8 
The complete coding scheme 
LEVEL 1 
CODES 
LEVEL 2 
CODES 
LEVEL 3 
CODES 
LEVEL 4 
CODES 
LEVEL 5 
CODES 
EXAMPLES FROM THE 
PARTICIPANTS’ INTERVIEWS 
 
 
 
 
 
 
Perceptions 
of academic 
writing (RQ 
1) 
Simplistic 
understanding 
of the 
definition of 
academic 
writing 
Macro level   
“[Academic writing] is ... how you divide 
your paper into sections.” 
 
 
Micro level 
  
“Words that I do not hear much…words 
that I am not familiar with…words that I 
do not hear on a daily basis…words that I 
do not know how to pronounce ... words 
that we expect to find in academia only.” 
 
 
 
Meeting the 
expectations  
  
 
“You are expected to write more and 
you’ll never graduate till you have good 
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Viewing 
academic 
writing as 
important for 
academic 
survival only 
academic writing skills.” 
Surviving 
academically 
by taking 
shortcuts 
  
“It [the organization] helps you to save 
time by reading the headings and the 
abstract.” 
Helping in 
publishing their 
articles in peer-
reviewed 
journals to 
graduate 
  
“Because it [academic writing] is your way 
to organizations and peer-reviewed 
journals and graduate.” 
Succeeding in 
courses 
  
“Because grades are mostly based on 
writing papers.” 
 
 
 
 
 
A lexicon-based 
 
“I make my assignments written in an 
academic writing style through repeating 
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Perceived 
approaches to 
learn AW 
 
 
 
 
Successful 
approaches   
approach (e.g. 
using formal 
terminology) 
some of the words in the question ... since 
our questions [questions in Computer 
Science major] might reach several pages.” 
A genre-based 
approach (e.g. 
similar academic 
articles and books) 
 
“I collect many journal articles written 
about topics related to mine ... then I read 
the introduction section in all the papers 
and I imitate them.” 
A human-based 
approach (e.g. 
practicing and 
receiving help and 
feedback) 
 
“I lived with an American host family... I 
used to write some essays and then ask one 
of the parents ... both have a bachelor’s 
degree ... to read them and suggest some 
corrections.”  
 
A technology-
based approach. 
 
“I tried many things [to make my papers 
written in academic writing style] ... I tried 
some websites ... of course I always use 
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(e.g. Microsoft 
Word and Google) 
Microsoft word program and its auto 
correction feature.” 
 
 
 
 
 
Unsuccessful 
approaches 
 
 
 
 
 
 
Institutional 
 
Rote 
memorization 
“We were asked to memorize 2 paragraphs 
and we will be asked to write one of them 
in the final exam.” 
Lack of 
academic 
writing 
resources (e.g. 
writing 
courses) 
“Even in the U.S. there is no one to teach 
you how to write a dissertation ... there is 
no course that informs you about the 
sections of a dissertation and what should 
be written in each section.” 
NNES 
university 
instructors 
“Because my advisor is a non-native 
speaker of English, he makes mistakes in 
the sentences just like me .. so why should 
I care about improving my term paper?! 
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But if my advisor is a native speaker of 
English, I will pay more attention.”   
 
 
 
Personal 
help from 
unreliable 
sources (e.g. 
siblings) 
“[when I was in primary schools] my 
parents and elder brothers used to write my 
composition assignments.” 
 Being under 
pressure 
“One of the things that affect my academic 
writing skills is being under pressure ... 
whether due to family reasons or because 
of my study… I make mistakes in my 
sentences and I cannot focus and arrange 
my ideas.” 
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Academic 
writing 
difficulties at 
the formal 
level only 
Lexical   
“I have a problem regarding using 
transitional words and phrases while I am 
writing.” 
Grammar   
“I encounter difficulties with grammar ... 
they [the writing center consultants] 
always ask me about the meaning of my 
sentences.” 
 
Organizational 
(e.g. IMRaD) 
  
“I encounter difficulties with the literature 
review because it is something new to me 
and I do not know how to search for 
similar studies and compare and contrast 
them.” 
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Perceptions 
of 
plagiarism 
(RQ 2) 
Agents behind 
raising 
plagiarism 
awareness 
 
Self-learning   
 
“I heard about it [plagiarism] when I was 
in Saudi Arabia ... I have a friend who was 
expelled from university in Netherlands 
because of plagiarism.” 
 
Professors and 
teachers 
   
“I knew about it [plagiarism] during my 
first semester here [in the U.S.] … they 
[professors] told us [students] that we 
might be expelled [for plagiarizing].” 
Importance of 
plagiarism 
knowledge for 
academic 
survival 
 
Strategies for 
avoiding 
plagiarism 
  
Lexical level (e.g. 
replacing words) 
 
“[To avoid plagiarism] I try to change 
words … I use synonyms.” 
Syntactic level 
(e.g. paraphrasing) 
 
“[To avoid plagiarism] I paraphrase… I try 
to change the structure of the sentence.” 
Consulting human 
resources (e.g. 
 
“If I have doubt about information, I have 
to make sure about it by asking my 
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professors) professors.” 
Technological 
resources (e.g. 
plagiarism 
detecting software) 
 
I also bought a program that can detect the 
plagiarized sentences ... so after I am 
writing my papers, I would check it for 
plagiarism … the plagiarized sentences 
would be highlighted so I can change 
them.” 
 
 
Consequences 
of lack of 
concern about 
plagiarism 
guidelines 
 
Lack of subject-
matter knowledge 
 
“When you plagiarize in your papers, you 
are relying on other people to get you 
information for your papers … so when 
you get your degree, you wouldn’t have 
much knowledge about your major.” 
 Unfair treatment 
and lower grades 
for others 
 
“It is unfair because those who plagiarized 
might receive better grades.” 
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Lack of 
contribution to 
scientific fields 
 
“If it [plagiarism] is allowed, I would not 
go and do research to come up with 
something new.” 
Perceived 
sources of 
acquiring 
such 
perceptions 
(RQ 3) 
Participants’ 
professors 
   “Because my advisor is a non-native 
speaker of English, he makes mistakes in 
the sentences just like me … so why 
should I care about improving my term 
paper?! But if my advisor is a native 
speaker of English, I will pay more 
attention.”   
Participants’ 
fields of study/ 
occupations 
   “Academic writing and plagiarism as 
something that they are not compelled or 
required to learn.” 
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Participants’ 
peers 
   “Students who plagiarize for the first time 
should not be punished but they should be 
given another chance.” 
Participants’ 
culture 
   “It is the professor’s responsibility to 
educate his/her students about plagiarism.” 
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3.3.6. The participants 
Twelve Saudi graduate students (six males and six females) pursuing their 
graduate degrees in different programs at various American universities in 2014-2015 
were interviewed (six by phone and six in person). I limited the participants to those who 
had enrolled in their programs for at least one year to ensure that they have written at 
least several assignments at the graduate level. All the participants were fluent speakers 
of Arabic (their mother tongue) and they have fulfilled the English proficiency 
requirements of the respective graduate programs. Table 9 provides the demographic 
details about the participants who took part in the interviews in terms of their genders, 
majors, and their graduate degrees. 
Table 9 
Demographic information about the interviewees 
NAME GENDER MAJOR 
GRADUATE 
DEGREE 
Reem F 
Educational 
Leadership 
Ph.D. 
Nader M 
Engineering 
Management 
Master’s 
Lila F English Linguistics Master’s 
Sami M Business Ph.D. 
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Deema F Food Science Master’s 
Mohammad M 
Mechanical 
Engineering 
Ph.D. 
Huda F Finance Master’s 
Turki M 
Industrial 
Engineering 
Master’s 
Rakan M 
Hospitality 
Administration 
Master’s 
Maram F Chemistry Ph.D. 
Adel M Computer Science Ph.D. 
Tala F Chemistry Ph.D. 
 
3.3.7. Member check of the participants’ overall profiles related to the findings 
After writing the participants’ profiles based on their answers in the interviews, I 
asked them to read their profiles. My purpose for doing this was to confirm that my 
recordings of their answers were accurate and to make sure that what is written in those 
profiles clearly represents what they have said in the interviews. The participants gave 
their approval to the profiles and no changes were required.    
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3.3.8. Trustworthiness 
Guba (1981) suggests some criteria that should be addressed by qualitative 
researchers to establish the trustworthiness of a research project. Those criteria are: 
credibility (internal validity), transferability (external validity), dependability (reliability), 
and confirmability (objectivity). I will talk about each one of these criteria and my 
strategies to meet them. 
Credibility (internal validity):  Lincoln and Guba (1985) point out that ensuring 
credibility is one of the essential elements in establishing trustworthiness. Credibility, or 
internal validity, according to Merriam (2001), deals with the question of “how research 
findings match reality” (p. 201). To ensure internal validity, I discussed my findings and 
interpretations with the participants. The participants pointed out that the findings and 
interpretations represent their perceptions.  
Another way to ensure the internal validity is by following a random sampling 
approach when recruiting the participants for my study. Preece (1994) claims that random 
sampling helps in distributing any unknown effects evenly among the participants. 
Researchers who use a random sampling approach, according to Bouma and Atkinson 
(1995), can claim that their participants and subjects could be considered as a 
representative sample of a larger community. 
   Member checks are considered by some researchers (for example, Guba & 
Lincoln, 1989) to be very important to increase the credibility of a study. After 
transcribing the participants’ interviews, I sent them to the participants and asked them to 
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read those transcripts to confirm their answers and to make sure that what had been 
written clearly represented their own perceptions.    
Transferability (external validity): The external validity, according to Merriam 
(2001), deals with “the extent to which the findings of one study can be applied to other 
situations” (p. 207). To ensure transferability, I tried provid as thick descriptions about 
the data collection and data analysis processes as possible, as I have been doing in this 
chapter. Such detailed information, hopefully, can enable any researcher to decide if the 
findings of the current study can be transferred to his/her context of research or not.   
 Dependability (reliability): According to Silverman (1993), one way to achieve 
dependability, or reliability, in interviews is to have a highly structured interview (the 
words and the sequence of the questions are the same for all the interviewees).  To ensure 
reliability, the same wording and sequence of questions were followed in the present 
study although the participants were allowed to bring up any points they thought were 
relevant, as typically is the case in semi-structured interviews. Merriam (2001) points out 
that there are some traditions to make sure that the findings are reliable. The first one is 
the investigator’s position. To make my findings reliable, I followed the suggestions 
provided by Merriam (2001) by providing the theoretical background, information about 
the participants, the reasons for choosing them in this study, and information about the 
sampling method. The second one is an audit trail. I described how I collected the data 
from the participants, how the findings were analyzed, and how the findings were 
categorized. 
Confirmability (objectivity): Mackey and Gass (2013) argue that:  
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for confirmability, researchers are required to make available full details 
of the data on which they are basing their claims or interpretations. (p. 
178) 
To achieve confirmability, I provided many excerpts from the participants’ 
interviews while talking about their perceptions of academic writing and of the issue of 
plagiarism to support the findings of the study. Those excerpts were written in Arabic and 
in English.  
3.3.9. Researcher bias 
For the purpose of avoiding any bias that could take place, I followed several 
procedures. For example, I recorded and transcribed all the interviews with the 
participants. I also member checked the findings and the interpretations with the 
interviewees. Moreover, I tried to make the questions in the interviews open-ended ones. 
In addition, I did not express my opinions regarding any issue during the interview. 
Finally, my expectations regarding the outcomes of the interviews before conducting the 
interviews were the same for all the interviewees.  
3.3.10. Ethical considerations 
For the purpose of ensuring that my dissertation meets the ethical standards of 
scientific research and because “qualitative researchers are guests in the private spaces of 
the world” (Stake, 2000, p. 447), several strategies were followed. In order to protect the 
identity of the participants, for example, pseudonyms were used to refer to each one of 
them. The participants were assured that the collected data would be protected in a safe 
place.  
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I also tried to report and to discuss the findings without taking any participants’ 
responses out of context. The cited quotes in my dissertation project are as spoken by the 
interviewees and transcribed from the audiotapes. In addition, this study follows the rules 
of the Institutional Review Board (IRB) of the university in which I pursued my doctoral 
degree. The informed consent form, approved by the IRB borad and signed by the 
participants,  is available in Appendix D.  
3.5. Chapter summary 
In this chapter, I have provided a general overview of the methodology employed 
in my dissertation project to elicit the needed information to answer the research 
questions. I first provided the philosophical orientation to my dissertation project, which 
is social constructionism. After that, I showed that qualitative research is the most 
suitable approach for this type of research. Then, I discussed why conducting interviews 
is the most suitable method for this project. I also talked about the type of questions the 
participants were asked during the interviews.  
After that, I explained the data collection procedure in detail. Next, I talked about 
the piloting of the interview, the procedures of coding, and the transcription of the 
participants’ interviews. Later, I gave some details about the students whom I 
interviewed. In addition, I talked about the reason that made me send the interview 
transcripts to the participants.      
I also stated how I established trustworthiness. I then described the methods I 
employed to avoid any bias that could take place by me (the researcher). Finally, for the 
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purpose of ensuring that my dissertation project meets the ethical standards of scientific 
research, I talked about the strategies I followed to achieve that.  
The biographical profiles of the participants in the current study will be presented 
in the following chapter.  
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CHAPTER IV 
 
 
BIOGRAPHICAL PROFILES OF THE PARTICIPANTS 
 
4.1. Introduction 
In this chapter, I will introduce the participants and to protect their identities, 
pseudonyms will be used. The information provided in this chapter was taken from the 
data the participants provided during the interviews. The introductions will include 
information about the participants’ backgrounds (for example, their educational degrees, 
cities they came from in Saudi Arabia, their work experience, and their length of stay in 
the U.S.) and their experiences with learning English and with learning how to write in 
English. Providing the profiles of the participants based on their answers to the interview 
questions, hopefully, would help the readers understand the participants better and then 
understand their feelings and struggles regarding learning English and writing in English. 
Understanding these individual profiles can also help the readers make sense of the 
findings and discussion chapters later       
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4.2. The participants’ biographical profiles based on their answers to the 
interview questions  
4.2.1. Reem  
Reem was a doctoral student. She just started pursuing her Ph.D.  in Educational 
Leadership in a university in southern United States. She earned her Master’s degree 
from a university in northern United States. She studied English in two different English 
Language Institutes (ELI) (fee-based pre- matriculated language learning institute) in the 
United States for 24 months before she was able to achieve the required TOEFL score 
that allowed her to start her Master’s degree.  
Reem was born and raised in Dammam city, the capital city of the Eastern 
Province in Saudi Arabia. Dammam city is the largest city in the Eastern Province, and it 
is the fifth largest city in Saudi Arabia (Central Department of Statistics and Information 
in Saudi Arabia, 2013). Those who live in Dammam are a mix of several different 
ethnicities and nationalities. Reem was in her early thirties and had two children at the 
time of the study.   
Reem was among the top ten students of her elementary, intermediate, and 
secondary schools. After finishing secondary school, she decided to study biology, a 
major that she was interested in. Although she liked biology, she graduated with a low 
grade point average (GPA). She was not happy with that because she wanted to get a 
good GPA. She explained that her poor grades were due to her recent marriage and the 
lack of seriousness in teaching by the professors at her undergraduate university, as can 
be seen in Excerpt 1. 
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(Excerpt 1) 
. سﻮﯾﺮﺳ ﻮﻣ ةﺮﺗﺎﻛﺪﻟا نا ﺖﻔﺸﺘﻛا". ﺔﯾﺎﮭﻨﺑو .ا ﺖﯿﺒﺤﻓ جاوﺰﻟا فوﺮظ يﺪﻨﻋ ﺖﻧﺎﻛ ﮫﻌﻣﺎﺠﻟا ﻲﻧ
".ﺔﻋﺮﺴﺑ ﺺﻠﺧا 
“I discovered that professors are not serious ... and by the end of my 
bachelor degree I was going to get married so I just wanted to graduate as 
soon as possible.”  (Reem, Interview Transcript, p. 1) 
 Based on the interview, I learned that Reem, similar to almost all the Saudi 
students, started learning English when she was in intermediate school (the equivalent of 
Grade 7 in the American educational system). She claimed that the English teachers 
focused only on grammar, neglecting the development of all other language skills. As a 
result, Reem said that she grew to dislike English because she could not use it to 
communicate with foreign people which rendered her English knowledge useless.   
(Excerpt 2) 
"ﯿﻠﺠﻧﻻا ةﺪﯾﺎﻓ ﺶﯾا لﻮﻗا ﺖﻨﻛ ﺺﺨﺷ يا ﻞﺜﻣو... ﮫﻌﺘﻣ يا ﺎﮭﯿﻓ فﻮﺷا ﺖﻨﻛﺎﻣ ﺎﮭھﺮﻛا ﺖﻨﻛو يﺰ
... ... مﻼﺴﻟاو ةدﺎﻣ ﻲھ ".ﺎﮭﯿﻓ ﻢﺘھا ﺖﻨﻛ ﺎﻤﻓ  
“I hate it [English] ... I did not enjoy learning it ... and just like any other 
person I was wondering what was the benefit of learning English … it was 
just a subject ... I did not care about it.” (Reem, Interview Transcript, p. 1) 
At that time, her perspective was that English was a detested subject that she and 
her classmates were forced to study in intermediate and secondary schools if they wanted 
to go to the next level of their study. During secondary school (grade 10-12), she tried to 
110 
 
do her best to learn English. She wanted to get high scores on exams because that would 
help her to be accepted into a major she wanted to study for her bachelor’s degree. 
Despite hiring a private tutor to teach her English, she was not able to get the high grades 
she wanted. Asked about her reasons for failing to achieve high grades in English in 
secondary school, she explained that her teachers focused on grammar in the class and 
she was not prepared to answer exam questions related to reading, writing, and listening 
skills.    
Reem claimed that students were asked only to copy sentences from the English 
textbooks they were studying for the English writing assignments in Saudi primary 
school. Being asked only to copy sentences shows that students were not taught the 
writing strategies (for example, organization, referencing, and voice). For the final exam 
in secondary school, she and her classmates were instructed to memorize a passage or 
two and then asked to write one of them. As can be seen, in intermediate and secondary 
schools, English teachers never taught her or her classmates how to improve their writing 
skill. In college, she did not study English because she had to study the academic 
vocabulary of biology by studying Latin.  
Reem started studying academic writing when she came to the U.S. and enrolled 
in an ELI. Despite the fact the she managed to get the required TOEFL scores to start her 
graduate studies, she claimed that she always asked two native speakers if it was possible 
for them to read her academic papers before submission to make sure that what she had 
written was academic.  
(Excerpt 3) 
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" نﺎﺸﻠﻋ. ﺔﯿﻤﯾدﺎﻛأ ﻲﺘﺑﺎﺘﻛ ﻲﻠﺧا. . نﺎﺸﻠﻋ ﮫﯿﻜﯾﺮﻣﻷا ﻲﺘﺒﺣﺎﺼﻟ ﮫﻠﺳرا حار ... ﺔﺑﺎﺘﻜﻟا ﺺﻠﺧا ﺎﻣ ﺪﻌﺑ
...ﺎﮭﯾأر ﻲﻟ لﻮﻘﺗ  حورا ﻦﯾﺪﻌﺑوﻲﻠﻟا زﺮﻜﯿﺒﺳ ﻒﺘﯿﻨﻠﻟ  ﻲﻓ".ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻟا  
“To make my writing academic ... after I am done writing the paper ... I 
would send it to my American friend to tell me her opinion about what I 
wrote ... and then I would go to the natives in the writing center.” (Reem, 
Interview Transcript, p. 3) 
Asking two native speakers of English to read her academic papers 
suggests that Reem believed that the native speakers were knowledgeable in 
academic writing skills or could at least ensure that her sentences were 
grammatically correct.  
Reem was not satisfied with her academic writing skills.  She indicated 
that she lacked the academic writing skills and that: 
(Excerpt 4) 
ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻠﻟ حورا ﺎﻣ نوﺪﺑ رﻮﺘﻛﺪﻠﻟ ﺖﻤﻨﯾﺎﺳا يا مﺪﻗا ﻞﯿﺤﺘﺴﻣ"."  
“There is no way that I could submit my assignments without going to the 
writing center first.” (Reem, Interview Transcript, p. 3)  
In fact, on one occasion, she could not find anyone to read her term paper 
because her American friend was asleep, so she sent an email to her professor requesting 
to extend the deadline for two hours (so that her American friend could read it after she 
woke up) and her professor agreed.     
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4.2.2. Nader 
Nader came from Jeddah city, which is a big city in western Saudi Arabia. It is the 
major urban center of the western region of Saudi Arabia. It is considered the second 
largest city in the country. It is the gateway to Makkah and Madinah (the two holiest 
places in Islam). It is also considered a center for finance and business in Saudi Arabia. 
Its population in 2010 was estimated to be 3.4 million, where half of them were non-
Saudis (Central Department of Statistics and Information in Saudi Arabia, 2013).  
Nader was working on his Master’s degree in a southern U.S. state when he was 
interviewed. He was majoring in Engineering Management. He was in his early thirties 
and had two children at the time of the study. He studied English in the United States in 
an ELI for only two months before starting his Master’s degree. 
Nader studied in Saudi public schools all his life (elementary, intermediary, and 
secondary). He also studied in a Saudi public university for his Bachelor’s degree. He 
said that he started studying English at home when he was studying at elementary school. 
His father, a physician, used to receive calls from different countries around the world. 
Nader, therefore, was taught English by his father in order to answer those calls. He 
described that experience as a very good one because it helped him to improve his 
speaking and listening skills.  
(Excerpt 5) 
لوﺆﺴﻣ ﺖﻨﻛو ... يﻮﺷ يﺰﯿﻠﺠﻧﻹﺎﺑ ﺰﻛﺮﯾ ﻲﻨﻌﯾ نﺎﻜﻓ ﺐﯿﺒط يﺪﻟاو ﺎﻧأ" ﻲﻓ نﻮﻔﻠﺘﻟا ﻦﻋ  ﻚﯾذ ﺖﯿﺒﻟا
ﻛو... يﺰﯿﻠﺠﻧإ فﺮﻌﯾ ﺪﺣاو ﻻا ﺎﮭﯿﻠﻋ دﺮﯾ ﺪﺣا ﻦﻛﺎﻣو ﮫﯿﻟود تﻻﺎﺼﺗا ﮫﯿﺠﺗ ﺖﻧﺎﻜﻓ ... مﺎﯾﻷا اﺬھ نﺎ
...ﺐﻟﺎﻐﻟا ﻲﻓ ﺎﻧا ﺺﺨﺸﻟا نﺎﻜﻓ ... يﻮﻧﺎﺜﻟاو ﻂﺳﻮﺘﻤﻟا ﻲﻓ ﺎﻨﺳرد ﺎﻤﻟ هدﺎﯾز ﺪﺸﯾ ﻮھ نﺎﻜﻓ  نﻮﻛأ مزﻻ
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... ﻢھﺎﻓ نﻮﻛأ نﻮﻔﻠﺘﻟا ﻲﻓ ﻢﻠﻜﺗأ ﺎﻤﻟ نﺎﺸﻠﻋ ﻲﻋاوو ﻢھﺎﻓ ﻓأ ﻲﻧأ ﺔﺠﯿﺘﻨﻟا ﺖﻧﺎﻛ ¨ ﺪﻤﺤﻟاو ﻲﻓ ﻞﻀ
".يﺮﯿﻏ ﻦﻣ ﺮﯿﺜﻜﺑ ﻞﻀﻓأ ﺖﻨﻛ ﺔﻣﺎﻋ ﺔﻔﺼﺑ ﻦﻜﻟ ... ﺔﺛدﺎﺤﻤﻟا  
“My father is a physician which means he pays more attention to English 
... I was responsible for answering the landline ... he used to receive 
international calls and no one can answer them unless he knows English ... 
that person was me mostly ... so when we started intermediate and 
secondary schools he asked us to study more for English ... therefore, I 
had to be aware of and understand what the international persons say when 
they call home ... thank God I was better in conversation ... and generally 
speaking I was better than most people around me.” (Nader, Interview 
Transcript, p. 5) 
After graduation, Nader wrote in English for nonacademic purposes when he 
worked for a company for ten years. During that time, he wrote reports, emails, letters, 
and user manuals in English. After working for 10 years, he decided to pursue his 
graduate studies in Engineering Management.  
Nader claimed that he was able to learn academic writing skills through continued 
practices of writing (a writing-oriented approach). He pointed out that many of his 
assignments had been rejected by his professors. Each time he went to one of his 
professors’ offices to talk about his paper, he learned something new about academic 
writing. He also mentioned that, although he studied at an ELI for only two months, the 
ELI teachers helped him to be familiar with academic writing.  
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 Another strategy that Nader followed to ensure that his papers had been written 
in academic English was asking proofreaders outside the university to edit his papers and 
visiting the writing lab (a resources-oriented approach), as can be seen in the following 
excerpt. 
 (Excerpt 6) 
"  ﻊﺑﺎﺗأ لوﺎﺣأو ﻢﮭﯾأﺮﺑ ﻖﺛأ ﺺﺨﺷ ﻦﻣ ﺮﺜﻛأ يﺪﻨﻋ ﮫﯿﻓ ﻦﻛﺎﻣﻷا ﻢھأ ﻦﻣ ﺪﺣاو ﺎﻌﺒطو ... ﻢھﺎﻌﻣ
".ﻲﻟ ﺔﺒﺴﻨﻟﺎﺑ ﻲﺳﺎﺳا نﺎﻜﻣ ﻮھو ﻢﮭﻣ اﺪﺟ نﺎﻜﻣ اﺬھ ... بﻻ ﻖﻨﺘﯾاﺮﻟا يﺪﻨﻋ ﮫﻌﻣﺎﺠﻟا ﻲﻓ ﺔﯿﺳﺎﺳﻷا  
“I have several persons whom I trust on their opinions ... of course one of 
the essential places in the university is the writing lab ... it is a very 
important place and it’s an essential place to me.” (Nader, Interview 
Transcript, p. 7) 
Nader had his own blog where he writes in both Arabic and in English. He said 
that he tried to translate journal articles that were written in English into Arabic.  The 
reason for the blog was to share what he learned in his classes with those who are 
interested in engineering, human resources, and everyday situations. He did not mention 
that he was translating to improve his English in general or writing skill in particular.  
4.2.3. Lila 
Lila came from Riyadh which is the capital and the largest city in Saudi Arabia. 
The population of that city was 5.7 million, and 2 million were non-Saudis (Central 
Department of Statistics and Information in Saudi Arabia, 2013).     
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Lila was a single woman, and was in her twenties during the time of the 
interview.  When she was studying for her Bachelor’s degree in Princess Nora bint 
Abdulrahman University, which is considered the largest all female university in the 
world, she majored in English. Therefore, she did not study at an ELI before she started 
pursuing a Master’s degree in English in the south west part of the United States.    
Just like most of the participants in the current study, Lila started to study English 
formally in intermediate school. Moreover, her mother used to teach her some English 
vocabulary when she was an elementary school student. She believed that her teachers 
were not qualified to teach English. The main concern of the English teachers (the Saudi 
and the non-Saudi ones) at her intermediate and secondary schools, according to Lila, 
was to finish the textbook before the end of the semester.  
(Excerpt 7) 
 تاذﺎﺘﺳﻻا".. ﺪﯾﺎﻔﯿﻟاﻮﻛ ﻮﻧﺎﻛﺎﻣ. . ﮫﻣذ ﮫﯿﻓ نﺎﻛﺎﻣ ﻲﻨﻌﯾ.. ".ﺲﺑو بﺎﺘﻜﻟا ﺺﻠﺨﯾ ﻲﺷ ﻢھا  
“[English] teachers were not qualified ... they did not take teaching of 
English seriously... the most important thing to them was to finish 
covering the entire textbook.” (Lila, Interview Transcript, p. 11) 
Lila claimed that the teaching of English academic writing skills in Saudi public 
schools is very poor. She said: 
(Excerpt 8) 
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" ... ﻲﻨﻌﯾ ﺖﻨﻛﺎﻣ ... اﺪﺑا ﻲﺴﺳا وا فارﺎﻗارﺎﺑ وا ﺲﻨﺘﻨﺳ ﺐﺘﻜﻧ ﻒﯿﻛ ﺎﻨﻧﻮﻤﻠﻌﯾ اﻮﻧﺎﻛﺎﻣ ﻢﮭﻧﻷ  ﻲﻨﻌﯾ
... ﺔﺳﺎﺋﺮﻟا رﺎﺒﺘﺧا ﻲﻓ يﻮﻧﺎﺛ ﺚﻟﺎﺛ ﻲﻓ نﺎﻛ ﻲﺷ ﺎﮭﯿﻓ ﺖﺒﺘﻛ ﻲﻠﻟا ةﺪﯿﺣﻮﻟا ةﺮﻤﻟا  ﺎﮭﺘﻈﻔﺣ ﺞﺳﺎﺑ ﺖﻧﺎﻛو
".ﻒﯿﺘﯿﯾﺮﻛ ﺖﻧﺎﻛﺎﻣ ... رﺎﺒﺘﺧﻻا ﻲﻓ ﻲھﺎﻣ يز ﺎﮭﺘﺒﺘﻛو  
“Because they [teachers] were not teaching us [her classmates and her] 
how to write a sentence or paragraph or an essay... the only one time I was 
asked to write something was in the final exam in my last year in 
secondary school ... it was a passage that I memorized and I wrote it as it 
was in the exam ... it was not creative.” (Lila, Interview Transcript, p. 11)   
Lila used English to write for academic purposes only. She attributed that to two 
reasons. The first reason was that she had her own Arabic language blog where she wrote 
prose and poems. The second reason was that she lacked confidence in writing in 
English, as can be seen in Excerpt 9. 
(Excerpt 9) 
. ﺎﮭﯿﻠﻋ هﺰﻛﺮﻣو ﻲﺑﺮﻌﻟﺎﺑ ﮫﻧوﺪﻣ يﺪﻨﻋ ﮫﻧﻷ".. ". يﺰﯿﻠﺠﻧﻻﺎﺑ تﺪﯿﻔﻧﻮﻛ ﻲﻧﺎﻣ ﻲﻧﻻ ﻦﻜﻤﯾ  
“Because I have my own blog where I write in Arabic ... and because I am 
not confident in English.” (Lila, Interview Transcript, p. 12)   
Because she had written many highly graded research papers with only a few 
comments on her writing style, Lila believed that her academic writing skills were good. 
However, she thought that she would not be able to make her academic writing skills 
perfect because she still encountered difficulties when it came to prepositions and phrasal 
verbs. Similar to Nader, Lila relied on reading to improve her writing skill. She was also 
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willing to suggest this approach to other Saudi graduate students because reading journal 
articles would help them to become more familiar with how research papers are 
structured.    
4.2.4. Sami 
Sami was born and raised in a small village in the northern part of Saudi Arabia. 
The population of that village was fewer than 10,000, according to Sami, and almost all 
of them were Saudis. He was a doctoral student when being interviewed. Before he 
received his Master’s degree from a university in a western US state, he had studied 
English in the United States for 12 months.  He was pursuing his Ph.D. in Business in a 
university in the southwestern part of the U.S. He had taught several courses for 
undergraduate students in his American university while working on his Ph.D. He was in 
his mid-thirties with one child at the time of the study.   
When I asked him when he started studying English, he said that he started when 
he was in intermediate school. He claimed: 
(Excerpt 10) 
 ﺲﺑ يﺰﯿﻠﺠﻧﻻا ﻦﻋ ﻦﯿﺗدﺎﻣ ﮫﯿﻓ نﺎﻛ ﮫﻌﻣﺎﺠﻟا ﻲﻓو ... ﺪﺠﺑ هﺬﺧﺎﻧﺎﻣ ... ﻦﻜﻟ ﻂﺳﻮﺘﻤﻟا ﻦﻣ ﺎﻧﺪﻨﻋ اﺪﺒﯾ "
ﺠﻧا ﻚﺴﯿﺑ ﺖﻧﺎﻛ".ﻲﺷ ﻲﻟ ﺖﻓﺎﺿا ﺎﮭﻧا ﻊﻗﻮﺗا ﺎﻣو ﺮﻣاﺮﻗو يﺰﯿﻠ  
“It [studying English] started in intermediate school but ... we [students] 
did not take it seriously ... at university, there were two courses in English 
but they were about basic English and grammar and I don’t think they 
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improved my English proficiency at all” (Sami, Interview Transcript, p. 
18). 
His answer reveals that English was perceived by some Saudi students as not 
important in primary education. He also pointed out that even when he was studying for 
his Bachelor’s degree, he only took two English courses, and they were mainly focused 
on basic grammar.  As a result, he did not think that he was successful in his English 
language studies in Saudi Arabia. 
Sami believed that, because he wrote a Master’s thesis in English, his academic 
writing skills were acceptable. However, he thought that he still needed a proofreader to 
make sure that his papers were completely understood before they were being submitted. 
Before submitting the paper, he would ask one of his American classmates to read it. 
When I asked him if he was willing to ask his non-native English speaking classmates to 
read his papers, he said that he would ask them only if their major was English.   
Sami pointed out that he learned academic writing using two approaches, as can 
be seen in Excerpt 11.  
(Excerpt 11) 
" ".ﺲﺳﻼﻛ ﻖﻨﺘﯾار تﺬﺧا نﺎﻤﻛو ...  ﺔﺑﺎﺘﻜﻟا ﺔﯿﻔﯿﻛ ﻦﻋ تﺎﺒﯿﺘﻛ أﺮﻗا ﺖﻨﻛو ... ﺪﮭﻌﻤﻟا ﻦﻣ ﺖﯾﺪﺑ  
“[Learning academic writing skills] started from the ELI ... and I was 
reading books about writing  ... I also took writing classes.” (Sami, 
Interview Transcript, p. 19) 
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Sami claimed that he improved his academic writing skills through writing classes 
in the ELI. The second approach was, on the other hand, a reading-oriented one (reading 
books about writing), something I will elaborate on in the next chapter.   
4.2.5. Deema  
Deema was a Master’s student, and was working on her degree at a university in 
the south west part of the United States. She was majoring in Food Science when she was 
interviewed. She was in her twenties and not married. Similar to Lila, Deema came from 
Riyadh city, the capital city of Saudi Arabia. She had studied English in the United States 
for 18 months before starting her Master’s degree. 
Deema studied in private schools all her life and was always among the top 10 
students in all the schools where she had studied in Saudi Arabia. She started learning 
English in kindergarten. During her primary education, Deema was taught English 
primarily by non-Saudi teachers. She talked about that experience in Excerpt 12.  
(Excerpt 12) 
 ﻦﻣ " ﻢﮭﻘﻄﻧ ﻰﻠﻋ ﻚﺤﻀﻧ ﺎﻨﻛو ... تﺎﯿﺒﻨﺟا اﻮﻧﺎﻛ ﻲﻧﻮﻤﻠﻋ ﻲﻠﻟا ... يﺰﯿﻠﺠﻧا سردا ﺖﻨﻛو ﺔﺿوﺮﻟا
ﺎﻛ ﻂﺳﻮﺘﻤﻟا ﻲﻓ ... ﻖﻄﻨﻟا ﻲﻓ ﻢﮭﯿﻛﺎﺤﻧ ﻢﮭﺴﻠﺠﻧوﻗارﺎﺑ ﺐﺘﻜﻧ ﮫﻧا ﺎﻨﻣ ﺐﻠﻄﺗ ﺔﺳرﺪﻤﻟا ﺖﻧ ةدﻮﺟﻮﻣ ﺰﻓاﺮ
 ... ﺪﺣاو ﻲﺠﯾ حارو ﻦﯿﻟﺎﻘﻣ ﻆﻔﺤﻧ ﺎﻨﻣ نﻮﺒﻠﻄﯾ اﻮﻧﺎﻛ يﻮﻧﺎﺜﻟاو ... ﮫﻄﯿﺴﺑ ءﺎﯿﺷا ﺮﯿﻐﻧو بﺎﺘﻜﻟا ﻲﻓ
".ﺮﻣاﺮﻗ نﺎﻛو ﺪﺣاو سرﻮﻛ تﺬﺧا ﮫﻌﻣﺎﺠﻟا ﻲﻓو  
“I started learning English in kindergarten ... the teachers were non-Saudis 
...we [she and her classmates] used to laugh at their pronunciation 
[teachers’ pronunciation because it was not correct and sounded funny] ... 
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we used to imitate their pronunciation ... in intermediate school, the 
teacher used to ask us to rewrite some paragraphs from the textbook with 
some slight changes ... in secondary school, we were asked to memorize 2 
paragraphs and we would be asked to write one of them in the final exam 
... at university, I took only one English course and it was about 
grammar.” (Deema, Interview Transcript, p. 21) 
Deema and her classmates used to laugh at their teachers’ accents because they 
were not able to pronounce some words correctly which, according to Deema, made her 
classmates and her laugh at their teachers’ pronunciation. In addition, the non-Saudi 
teachers (Egyptians and Syrians), according to Deema, were trying to make English a 
very easy subject to the students in a negative way. The teachers, for example, would 
give their students only a limited number of short paragraphs to memorize to be written 
later on an exam. At the university level, Deema claimed that the only English course she 
enrolled in was about English grammar. These three reasons (1- laughing at their 
teachers’ accents, 2- memorizing short paragraphs only, and 3- taking a grammar class) 
might have caused Deema not to take English in general (reasons no. 1 and 3) and writing 
in particular (reason no. 2) seriously.     
Deema thought that her academic writing skills were acceptable in comparison 
with other American and international graduate students in her classes. The proof that she 
provided to support her claim was that she always received high grades on her 
assignments. 
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Deema claimed that she learned academic writing through different ways, as can 
be seen in Excerpt 13. 
(Excerpt 13) 
" ... ﺔﺑﺎﺘﻜﻟا تﺎﺳﻼﻛ ﻲﻓ ﺪﮭﻌﻤﻟا ﻦﻣ  ﺎﺒﻟﺎﻏ و ... زرﻮﺴﻓوﺮﺒﻟا ﻦﻣو ﺮﺸﺘﯿﺘﻟا ﻦﻣ ﻲﻠﻟا ﺲﺘﻨﻣﻮﻜﻟا ﻦﻣو
 ﮫﻧا ﺪﻛﺎﺗا ﻰﻐﺑا ﺎﻤﻟ ﻢﻜﺣا رﺪﻗا قﺎﯿﺴﻟاو ﺔﻠﺜﻣﻻا لﻼﺧ ﻦﻣو ﻞﻗﻮﻗ ﻲﻓ ﺎﮭﺒﺘﻛا حورا ﺔﯿﻤﯾدﺎﻛا ﮫﻤﻠﻜﻟا
... ﺔﯿﻤﻠﻋ تﻻﺎﻘﻣو ﺔﯿﻤﯾدﺎﻛا ﺐﺘﻛو ﺔﻌﻣﺎﺠﻟا ةﺪﯾﺮﺟ أﺮﻗاو ...ﺎﮭﯿﻠﻋ  ﻞﻜﺸﺑ ﺔﯿﻤﯾدﺎﻛﻻا ﻲﺗﺎﻤﻠﻛ داز اﺬھو
".صﺎﺧ ﻞﻜﺸﺑ ﻲﺼﺼﺨﺘﺑو مﺎﻋ  
“[I learned academic writing] from the writing classes in the ELI ... and 
from my teachers’ and professors’ comments on my assignments ... and if 
I want to make sure that the word I used was an academic one or not I 
would write in Google search bar and from the examples and contexts 
provided I would be able to say if it was academic or not ... I also read the 
university’s newspaper and academic books and journal articles ... and that 
increased my academic vocabulary in general and in my field in 
particular.” (Deema, Interview Transcript, p. 22-23) 
Deema had followed three methods to learn academic writing: a resources-
oriented method (writing classes), a reading-oriented method (comments and reading 
university’s newspaper, books, and journal articles), and a technological one (Google 
search bar), all of which will be elaborated on in the next chapter. 
Only Deema touched on the concept of voice in academic writing. She claimed 
that Saudi graduate students make no attempt to include their voices in their academic 
papers. Not showing their voices in their academic papers might indicate that the 
122 
 
participants were not aware of this aspect in academic writing.  Another reason for the 
absence of students’ voice in their academic writing may well be attributed to the 
differences between academic writing in L1 and in L2 regarding the use of voice, as 
Wang claims (2012).  A third reason is that the participants lacked skill with linguistic 
features that reveal their voices. A final reason is that they were not confident enough to 
express their ideas in their academic papers. 
4.2.6. Mohammad  
Mohammad was a doctoral student majoring in Mechanical Engineering. He came 
from Jubail, a city in the Eastern region of Saudi Arabia. The population of that city was 
about 337,778 and only half of them were Saudis (Central Department of Statistics and 
Information in Saudi Arabia, 2013). It is the largest industrial city in the Middle East. 
Mohammad was in his mid-thirties. He was married with three children at the time of this 
study.   
Mohammad studied in elementary, intermediate, and secondary schools in Saudi 
public schools. After finishing secondary school, he started studying at Jubail Industrial 
College. After studying for three years, he graduated and started working for a company 
called the Saudi Basic Industries Corporation (SABIC) for five years. He then decided to 
come to the United States to continue his education. He studied English in an ELI for five 
months before he was able to achieve the required TOEFL scores. He received his 
Bachelor’s and Master’s degrees in a university in the United States.     
When Mohammad was asked about the first time he started learning English, his 
reply was: 
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(Excerpt 14) 
"  ... رﺎﻣد ﻲﮭﻓ يﻮﻧﺎﺜﻟاو ﻂﺳﻮﺘﻤﻟا  ... ﺔﺛدﺎﺤﻤﻟاو ةءاﺮﻘﻟا ﻲﻓ ﺎﺻﻮﺼﺧ اﺪﺟ ﻦﯿﺴﯾﻮﻛ ﻞﯿﺒﺠﻟا ﺔﯿﻠﻛ
... يﺰﯿﻠﺠﻧا ﺎﮭﻠﻛ ﻞﯿﺒﺠﻟا ﻲﻓ ﺔﻨﺳ لوا  ﻦﯿﺳرﺪﻤﻟا اﻮﻧﺎﻛونﺎﻜﯾﺮﻣا ﻢھﺮﺜﻛا ...  ﻦﻋ ﻲﺷ يا ﺎﻨﻤﻠﻌﺗ ﻻو
... ﺔﺑﺎﺘﻜﻟا ... ﺔﺑﺎﺘﻛ ﮫﯿﻓ نﺎﻛﺎﻣ  ﺲﺑ ﺖﺳرد ﺎﻜﯾﺮﻣا ﺖﯿﺟ ﺎﻤﻟو6 ".ﺪﮭﻌﻤﻟا ﻲﻓ رﻮﮭﺷ  
“[teaching English] in primary education, it was so bad ... Jubail Industrial 
College was very good [in terms of teaching English] especially in reading 
and speaking skills ... during the first year in Jubail Industrial College we 
took only English courses ... the English instructors there were mainly 
Americans or British ... we did not learn anything about writing ... there 
was not any course about writing ... when I came to the U.S., I studied 
only for 6 months in the ELI.” (Mohammad, Interview Transcript, p. 25)     
Excerpt 14 shows that, even if a college or university used English as a medium 
of instruction, writing skills could be ignored by English instructors. The predominant 
focus on English reading and speaking skills in Jubail Industrial College can be justified 
because the graduates would work in industries where there are many foreign employees 
from different countries and they only use English to communicateorally with each other 
other or through reading technical documents.   
During his study in intermediate and in secondary schools, and even in Jubail 
Industrial College, Mohammad claimed that he did not learn anything about writing 
skills. Although he and his classmates were asked to write very few paragraphs, 
Mohammad indicated that the purpose was only to check grammar and not to teach 
general writing skills. 
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Mohammad considered his academic writing skills as not very good and that he 
was still learning how to improve his academic writing skills, despite the fact that he 
received his Bachelor and Master’s degrees in American universities, as can be seen in 
Excerpt 15.   
(Excerpt 15) 
... ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻲﻓ ﻲﺗارﺎﮭﻣ ﻦﻋ ﻲﺿار ﺮﯿﻏ ﺎﻧا"  ... ﻲﺘﻘﺣ ﺔﻟﺎﺳﺮﻟا ﺐﺘﻛا ﻒﯿﻛ ﻢﻠﻌﺗا نﻻا ﺎﻧا
 ﺔﻟﺎﺳﺮﻟا مﺎﺴﻗا ﻚﻤﻠﻌﺗ ةدﺎﻣ ﻲﻓﺎﻣ ﻲﻨﻌﯾ ... ﺔﻟﺎﺳﺮﻟا ﺐﺘﻜﺗ ﻒﯿﻛ ﻚﻤﻠﻌﯾ ﺪﺣا ﻲﻓﺎﻣ ﺎﻜﯾﺮﻣا ﻲﻓ ﻰﺘﺣ
".ﻢﺴﻗ ﻞﻛ ﻲﻓ ﺐﺘﻜﺗ ﺶﯾاو  
“I am not satisfied with my academic writing skills ... I am now learning 
how to write my dissertation ... even in the U.S. there is no one to teach 
you how to write a dissertation ... there is no course that informs you about 
the sections of a dissertation and what should be written in each section.” 
(Mohammad, Interview Transcript, p. 25) 
4.2.7. Huda 
Huda was born and raised in a small city in the eastern region in Saudi Arabia 
called Qatif. It is one of the oldest cities in that region of Saudi Arabia. The population is 
estimated to be about 118,327. 94,830 are Saudis. Most used to work as fishermen and 
farmers before oil was discovered, which has caused most of the people to work in the oil 
industry now (Central Department of Statistics and Information in Saudi Arabia, 2013). 
Huda was in her early thirties and married with four children. Because she 
majored in English for her Bachelor’s degree, she did not need to study at an ELI in the 
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United States before starting her Master’s degree. Huda was working on her Master’s 
degree in Finance in a university in the south west part of the United States. She wrote 
poetry in Arabic in her spare time.  
During her primary education, Huda studied in Saudi public schools. She was 
always among the top students. When she started college, she majored first in 
mathematics and then she changed her major to English. She graduated from college with 
an honor of distinction.  
Huda pointed out that she started studying English when she was in intermediate 
school. She said that studying English during her primary education did not help her 
improve her English language skills. Because English language classes in both 
intermediate and secondary schools focused only on basic English, she started to rely on 
herself to improve her skills in English. 
Huda mentioned that, in intermediate and secondary schools, her teachers were 
not serious about teaching English writing skills. In college, she discovered that she liked 
writing in English. When asked to write about the differences between a city and a village 
on an assignment, she wrote: 
(Excerpt 16) 
 ﺎﮭﺑﺪﻟ ... [ﺖﻨﻤﺳا ﻦﻣ ﺔﯿﻨﺒﻤﻟا ﻲﻧﺎﺒﻤﻟا ﺪﺼﻗأ ] ءادﻮﺳ ﮫﺴﺑﻻ ﺎﻤﺋاد ، داﺪﺣ ةﺮﺘﻓ ﻲﻓ ةأﺮﻣا ﻲھ ﺔﻨﯾﺪﻤﻟا "
 ةﺪﯿﻌﺳ ةأﺮﻣا ﻲھ ﺔﯾﺮﻘﻟاو ... [ﻊﻧﺎﺼﻤﻟا ﻦﻣ ﺪﻋﺎﺼﺘﻤﻟا نﺎﺧﺪﻟا ﻰﻟا ةرﺎﺷإ] ﻦﯿﺧﺪﺘﻟا ﻲھو ﺔﺌﯿﺳ ةدﺎﻋ
ﺑﻼﻣ يﺪﺗﺮﺗ".ناﻮﻟﻷﺎﺑ ﺔﺸﻛرﺰﻣ ﺲ  
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“The city is like a woman in mourning, always wearing black [a reference 
to the tall buildings that are built of cement] ... with the bad habit which is 
smoking [fumes from the factories] ... while a village is like a happy 
woman wearing colorful clothes.”  (Huda, Interview Transcript, p. 31) 
Huda was discouraged when she received a zero for that assignment and was told 
by her English professor at college in Saudi Arabia that a village and a city could not be 
compared to women and that this was not how an essay should be written. After that 
incident, Huda stopped her attempts at writing because she did not want to receive an 
unsatisfactory grade. In fact, she even started avoiding writing academic assignments 
because: 
(Excerpt 17) 
ﯿﻐﻟا "... ﻂﻐﺿ ﺎﮭﯿﻓ ﺎﻣ ﮫﻧﻻ ﺎﻌﺒط ﻲﻤﯾدﺎﻛا ﺮ  ﺲﻜﻋ اﺬھو ... ﺮﯿﻐﻟا ﻲﺿﺮﺗ ﻚﻧا ﺲﻟﺎﺟﻮﻣ ﺖﻧاو
ﻲﻤﯾدﺎﻛﻻا ... و.. ﺰﺑوﺮﻗ ﻲﻓ ﻞﻐﺘﺷا ﺎﻤﻟ ﻲﻠﻤﻌﻟا ﺐﻧﺎﺠﻟا ﻰﻠﻋ ﺰﻛراو ﺔﺑﺎﺘﻜﻟا ﻰﺷﺎﺤﺗا.  ﻢھ ﻢﮭﯿﻠﺧاو
نﻮﺒﺘﻜﯾ ﻲﻠﻟا ."  
“There is no stress while writing non-academic writing ... because you are 
not trying to please someone else ... which is contrary to academic writing 
... therefore, I avoid writing [in her courses] and I focus on the practical 
part [analyzing numbers] when I work with groups ... and I make them do 
the writing” (Huda, Interview Transcript, p. 31) 
Huda enjoyed writing in English for pleasure. She claimed that she sometimes 
composes poems or writes about different issues in her life. She pointed out that she liked 
the spontaneity of writing for pleasure because, unlike writing for academic purposes, 
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there was no stress since she writes only for herself, without fear of being evaluated by 
her professors.  
Huda learned academic writing through the writing courses she took while she 
was studying for her Bachelor’s degree and also by reading books about academic 
writing. Unlike most of the participants in this study who did not practice reading to 
improve their academic skills, Huda’s reliance on reading some books related to 
academic writing could be due to the effect of her major, English, where she had to read 
some books that could teach her how to write an academic paper for the writing courses 
she enrolled in.    
4.2.8. Turki 
Turki was working on his Master’s degree in Industrial Engineering in a 
university in the south west part of the United States when I interviewed him. He was in 
his late twenties - and married with one child at the time of this study. Like Nader, he 
came from Jeddah city, which is a large city in the western region in Saudi Arabia.  
In Saudi Arabia, he studied in public schools, with the exception of grades five 
through nine.  After graduating from high school, he studied in the College of Telecom 
and Electronics, a two-year-technical college. He came to the United States and studied 
English for a year and a half before studying for his Bachelor’s degree in Engineering. 
After completing his Bachelor’s degree, he continued to study for his Master’s degree at 
the same university.  
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Turki said that he started studying English when he came to the U.S. When asked 
about the English classes that he took in intermediate and in secondary schools, his reply 
was: 
(Excerpt 18) 
... ءﻲﺷ يا ﺎﮭﻨﻣ ﺖﻤﻠﻌﺗﺎﻣ ... ﺮﻔﺻ ﺖﻧﺎﻛ ﻲﻟ ﺔﺒﺴﻨﻟﺎﺑ" ... ﺎﻨھ ﺖﯿﺟ ﺎﻤﻟ ... ﻦﻜﻟ ".ﺮﻔﺼﻟا ﻦﻣ ﺖﯾﺪﺑ  
“To me ... they [English classes] were zero ... I did not learn anything from 
them ... but  ... when I came here [U.S.]... I started from scratch.”  (Turki, 
Interview Transcript, p. 36) 
Although he spent at least six years studying English in the primary school, he 
believed that he did not learn anything. Such a claim from him and from most of the 
participants in the current study who mentioned that they started learning English when 
they came here to the United States might prove that the way English skills were taught 
in their home country was not successful. Nader pointed out: 
(Excerpt 19) 
ﻦﻣ فﺪﮭﻟا ﺶﯾا فرﺎﻋ ﺖﻨﻛﺎﻣ ... ﺎﮭﺘﻗو " ".ﺎﮭﻟ سردأ ﺖﻨﻛﺎﻣ اﺬﻛ نﺎﺸﻠﻋ ... يﺰﯿﻠﺠﻧﻹا ﺔﺳارد 
“At that time ... I was not able to realize what it meant to study English ... 
actually ... I never studied in those English classes.” (Turki, Interview 
Transcript, p. 36)  
The previous excerpt might indicate that Nader used English only in his class. The 
absence of the opportunities to practice those skills was probably one of the reasons why 
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such students did not excel in learning those skills and also why they lacked the 
motivation to learn them. 
When he started his Master’s degree in the United States, Turki said that, after 
finishing writing his assignment, he would ask a friend who is a native speaker of English 
to proofread it. When his friend finished proofreading the assignment, Turki would take it 
to the writing center. He said: 
(Excerpt 20) 
" ... ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻟا ﻦﯾﺪﻌﺑو ﻲﻜﯾﺮﻣﻻا ﻲﻘﯾﺪﺼﻟ حورا ﻲﺘﻘﺣ ﺮﺒﯿﺒﻟا ﺢﻘﻨﯾ نﺎﺸﻠﻋ ﻲﻜﯾﺮﻣﻼﻟ حوراو 
... ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻠﻟ حورا ﮫﻄﯿﺴﺑ طﻼﻏا ﺮﯿﺼﯾ ﻦﯾﺪﻌﺑو لوا  لﻮﻄﺗ ﻻو حوﺮﺗ ﻲﻨﻌﯾ ﻖﯿﺿ ﻢﮭﺘﻗو ﻢﮭﻓ
 ﺮﺜﻛاو ﮫﻠﯿﻠﻗ اﺪﺟ ﺎﻨﺘﺑﺎﺘﻛ ﻚﻟ ﺖﻠﻗﺎﻣ ﻞﺜﻣ ﮫﻧﻷ ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻟا حورا ﻲﻧا اﺪﺟ ردﺎﻧ ﺔﺣاﺮﺻو ... ﻢﮭﻌﻣ
... مﺎﻗرﻻا ﻲھ ﺎﮭﻌﻣ ﻞﻣﺎﻌﺘﻧ ﺔﺟﺎﺣ ﻨﻤﯾﺎﺳا نﻮﻜﯾ ﺎﻤﻠﻓﺖ ﺮﺘﻟا نﻷ ﺮﯿﺜﻛ ﮫﯿﻓ ﻢﺘھا ﺎﻣ ﺔﺑﺎﺘﻛ حار ﺰﯿﻛ
".مﺎﻗرﻷا ﻰﻠﻋ نﻮﻜﯾ  
“I go to my American friend then to the writing center ... I go to the 
American first because the staff in the writing center limits the amount of 
time it can spend with each student ... frankly I rarely go to the writing 
center because as I told you before we rarely write anything in texts and 
most of our assignments consist of numbers ... so when I have an 
assignment that has some paragraphs I do not pay much attention to those 
paragraphs because the focus will be on numbers.” (Turki, Interview 
Transcript, p. 37) 
Turki claimed that he was first introduced to academic writing in the ELI. He 
claimed that because he had confidence in the teachers and the instruction at that ELI, he 
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did not make any attempts to learn academic writing skills from any other sources except 
from the teachers there.     
4.2.9. Rakan 
Like Nader and Turki, Rakan came from Jeddah city which is a large city in the 
western region of Saudi Arabia. He was in his early thirties and married with one child at 
the time of this study. He studied English in the United States for 14 months before 
starting his Master’s degree. Rakan was a Master’s student in a university in the south 
west part of the United States. His major was Hospitality Administration. 
During his primary education, he studied in different schools and in different 
countries. In Saudi Arabia, he studied in a private elementary school. For intermediate 
school, he studied in a public school in Saudi Arabia. Finally, for secondary school, he 
studied in a public school in Jordan. He attended college in Jordan for almost two years 
before transferring to Saudi Arabia where he completed his studies and received his 
Bachelor’s degree. He described his English learning journey in these schools and 
countries as: 
(Excerpt 21) 
"  ﻲﻧﻼﺧ ﻲﻠﻟا اﺬھو ﮫﺴﯾﻮﻛ ﺔﺻﺎﺧ ﺔﺳرﺪﻣ ﻲﻓ ﺖﻨﻛ ﻲﻧﻷ ﺲﯾﻮﻛ يﺰﯿﻠﺠﻧا ﺖﻤﻠﻌﺗ ﻲﺋاﺪﺘﺑﻻا ﻲﻓ
... ﻂﺳﻮﺘﻤﻟا ﺖﺣر ﺎﻤﻟ ﻞﻜﻟا ﻦﻣ ﻦﺴﺣا ... ﻞﻗﻷا ﺖﻨﻛ ندرﻻا ﻲﻓ يﻮﻧﺎﺜﻟا ﺖﺣر ﺎﻤﻟ ﻦﻜﻟ  ﮫﻌﻣﺎﺠﻟا ﻲﻓ
... ﺔﯿﺋاﺪﺑ ﺖﻧﺎﻛو يﺰﯿﻠﺠﻧﻻا ﻲﻓ ﻦﯿﺗدﺎﻣ تﺬﺧا  ... ﺮﻣاﺮﻘﻟا ﻰﻠﻋ ﺰﯿﻛﺮﺘﻟاو ﺔﯾدﻮﻌﺴﻟا ﻲﻓ ﺞﮭﻨﻤﻟا نﺎﻛو
". ﻼﺻا ﮫﺑﺎﺘﻛ ﻦﯾرﺎﻤﺗ ﮫﯿﻓ نﺎﻛ ﻻو ... ﻂﻘﻓ ﺮﻣاﺮﻘﻟا ﻰﻠﻋ ﺪﻤﺘﻌﯾ  
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“In elementary, my English was good because I was studying in a good 
private school and, for that reason, I was better than all the students when I 
started my intermediate school [he moved to a public school] ... but when I 
went to study in a secondary school in Jordan ... my English was the worst 
... I took only two courses when I was doing my bachelor degree and they 
were all basic English ... the focus is only on grammar ... the curriculum in 
Saudi Arabia is mainly based on grammar ... there are no writing exercises 
at all.” (Rakan, Interview Transcript, p. 41) 
Rakan went to Jordan for personal reasons and education was not among them. 
Completing his primary education in two different countries made Rakan compare the 
English classes in these countries. As Excerpt 21 shows, the English classes in Saudi 
Arabia, in his view, were mainly focused on grammar in comparison with the English 
classes in Jordan.   
Rakan stated that he used English in some social websites (for example, Facebook 
and Twitter). He said that he used English on such websites to demonstrate to others that 
he was at ease communicating in English.   
Rakan pointed out that he was not satisfied with his proficiency in English 
academic writing. He said: 
(Excerpt 22) 
 ﻒﺘﯿﻨﻟا ﺮﻣاﺮﻘﻟا ﻲﻟ نﻮﻌﺟاﺮﯾ نﺎﺸﻠﻋ كﺎﻨھ حورأ ... ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻟا ﺪﻨﻋ لﻮط ﻰﻠﻋو ﺎﻤﺋاد ﺎﻧأ"
". كﺎﻨھ نﻮﻠﻐﺘﺸﯾ ﻲﻠﻟا زﺮﻜﯿﺒﺳ  
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“I am a regular and frequent student visitor at the writing center ... I go 
there mainly to have my grammar checked by the native speakers of 
English who work there.” (Rakan, Interview Transcript, p. 41) 
Excerpt 22 shows that he perceived native speakers of English as knowledgeable 
in academic writing. In addition, it shows that Rakan believed that he encountered 
difficulties with grammar only. A possible reason for such perception could be traced to 
what happened to him regarding his first assignment as a graduate student.  He was 
directed to go to the writing center because his professor wanted to focus on the content 
of the paper and not to be distracted by the need to correct the grammatical mistakes in 
every sentence, as we can see in Excerpt 23.  
(Excerpt 23) 
   ﺐﺟاو لوأ" . ﻲﮭﺟو ﻲﻓ رﻮﺘﻛﺪﻟا هﺎﻣر ﮫﺘﯾﻮﺳ..  ﻚﻟ ﺢﺤﺻأ ﻮﻣ تﺎﻣﻮﻠﻌﻣ أﺮﻗأ ﻰﻐﺑأ ﺎﻧأ لﺎﻗو
ﺮﻣاﺮﻗ."  
“The first term paper I wrote was thrown at my face by my professor ... he 
said: I want to focus on the content of the paper not to teach you 
grammar.” (Rakan, Interview Transcript, p.42) 
 Rakan pointed out that the ELI he attended did not teach him what academic 
writing is or how to write academic papers. He said: 
(Excerpt 24) 
" ".ﻦﯿﺌﯿﺳ ﻦﯿﺳرﺪﻤﻟاو ... ﮫﯾرﺎﺠﺗ ﺐﺘﻛ نﻮﻣﺪﺨﺘﺴﯾ ﻢﮭﻧﻷ ... ءﻲﺳ ﺪﮭﻌﻤﻟا  
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“The ELI is bad ... because the textbooks used there are poor [in terms of 
quality] ... and the teachers are not qualified.” (Rakan, Interview 
Transcript, p. 41) 
Although he studied in the ELI for 14 months before he started his Master’s 
degree, he claimed that he did not learn how to write academic papers there. The case of 
Rakan draws our attention to the fact that not all the students who were able to obtain the 
required TOEFL/IELTS scores to be admitted to the graduate programs have the 
necessary academic writing skills.  
He began to learn about academic writing when he started his Master’s degree 
with the help of his professors. Reading his professors’ comments and following the 
format of a journal article on a similar or familiar topic were his strategies to ensure that 
his papers were written according to academic English standards.  
4.2.10. Maram 
Maram was pursuing a Ph.D. in Chemistry at a university in the southwest of the 
United States. She received her Master’s degree from a university in the south part of the 
U.S. She studied English in the United States for 18 months before she started her 
Master’s degree. Maram was in her late twenties and not married at the time of this study.  
Maram came from a big city in the western region in Saudi Arabia called 
Almadinah Almunawwarah. It is the second holiest city in Islam after Makka City. The 
total population of that city was estimated around 1962558 where 396048 were non-
Saudis (Central Department of Statistics and Information in Saudi Arabia, 2013). 
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Maram claimed that she started studying English seriously when she came to the 
United States. When working on her Bachelor’s degree, she took only one English 
course, which focused primarily on grammar, as can be seen in Excerpt 25.  
(Excerpt 25) 
... ﺎﻜﯾﺮﻣا ﻲﻓ ﺎﻨھ ﺖﯿﺟ ﺎﻤﻟ  ﺖﻤﻠﻌﺗ" ﺲﺑ يﻮﻧﺎﺜﻟاو ﻂﺳﻮﺘﻤﻟا ﻲﻓ ﮫﺗﺬﺧا ﺎﻧا ﺢﯿﺤﺻ ﻆﻔﺣ  ﻢﮭﻓ نوﺪﺑ
... ... ﺮﻣاﺮﻗ ﻚﺴﯿﺑ هﺮﻣ نﺎﻛو ﺶﯿﻠﺠﻧا هﺪﺣو هﺮﻣ تﺬﺧا ﮫﻌﻣﺎﺠﻟا ﻲﻓو  ﻲﻓ ﺖﺳرد ﺎﻨھ ﺖﯿﺟ ﺎﻤﻟ
 ﺪﮭﻌﻤﻟارﻮﮭﺷ ﺔﺴﻤﺧو ﺔﻨﺳ."  
“ I learned [English] when I came to the U.S. ... it is true that I studied 
[English] in intermediate and in secondary schools but it was rote 
memorization without understanding ... at the university I took only one 
course and was about grammar ... when I came here, I studied in the ELI 
for one year and five months.” (Maram, Interview Transcript, p. 44) 
Just like most of the participants in the current study, Maram said that she started 
learning English when she came to the United States. Although she studied English for 6 
years during her primary school, she indicated that it mostly involved rote memorization 
without understanding what was taught by teachers. Even when she was pursuing her 
Bachelor’s degree, she took one course and it was mainly about grammar rules that she 
already studied in her primary education. 
When Maram wrote her thesis, she asked an American classmate who worked 
with her in the same lab to read it. She felt that he would understand the topic better than 
the consultants in the writing center because of his familiarity with the topic, as can be 
seen in Excerpt 26. 
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(Excerpt 26) 
"  حورا ﺎﻤﻟ ﻦﻜﻟ ... ﻲﻠﻐﺷ فرﺎﻋ نﻮﻜﯾ حار ﮫﻧﻷ ﻲﻠﻐﺷ ﺲﻔﻨﺑو ﻲﻜﯾﺮﻣا ﺎﮭﺘﯿﻄﻋا ﺔﻟﺎﺳﺮﻟا ﺖﺒﺘﻛ ﺎﻤﻟ
... اﻮﻓﺮﻌﯾ حارﺎﻣ ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻠﻟ ... ﺮﻣاﺮﻗ اﻮﻓﺮﻌﯾ ﻦﻜﻤﻣ  ﺲﺑ وا ﺢﺻ ﺔﻣﻮﻠﻌﻤﻟا ﻞھ اﻮﻓﺮﻌﯾ حارﺎﻣ
... ﻲﻛوا ﻲﺷ ﻞﻛ اﻮﻟﺎﻗو ﻢﮭﻟ ﺖﺣر ةﺮﻣ ﻲﻧﻻ ... ﻻ  ﺶﯾا ﻲﻟ لﺎﻗ ﻲﻜﯾﺮﻣﻷا ﻲﻠﯿﻣﺰﻟ ﺎﮭﺘﯾدو ﺎﻤﻟو
".ﺮﺜﻛا ﻢﮭﻔﯾ ﻮﮭﻓ ... ﺎﻨھ يﺪﺼﻘﺗ ﺶﯾاو ﺎﻨھ يﺪﺼﻘﺗ  
“When I wrote my thesis, I gave it to an American student who worked 
with me in the lab because he would know the type of work I was doing ... 
but if I went to the writing center, they [the instructors] would not know ... 
they might know grammar ... but they would not know if the information 
was correct or not ... because I went there once and they [writing center 
consultants] told me that my paper looked fine ... but when I showed it to 
my American friend, he asked me to clarify the meaning of some 
sentences ... he understood better [than the consultants in the writing 
center].” (Maram, Interview Transcript, p. 45) 
Maram claimed that she gained her academic writing skills from the classes she 
took at the ELI.  Living with an American family in a live-in arrangement was an 
additional help because the college-educated parents would read her work and offer 
suggestions and corrections, as can be seen in Excerpt 27. 
(Excerpt 27) 
"  ﻲﻠﻟا ﺮﯿﻏ تﺎﺟﺎﺣ ﻢﮭﻟ ﺐﺘﻛأو ... سﻮﯾرﻮﻟﺎﻜﺒﻟا ﻦﯿﺼﻠﺨﻣ ... ﺔﯿﻜﯾﺮﻣأ ﺔﻠﺋﺎﻋ ﻊﻣ ﺔﻨﻛﺎﺳ ﺖﻨﻛ
. ﺔﺑﻮﻠﻄﻣ. ءﺎﻄﺧأ ﮫﯿﻓ اذإ ﻲﻟ نﻮﺤﺤﺼﯾو ﻢﮭﯾروأ ﺲﻠﺟأو .".  
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“I used to live with an American family ... the parents had college degrees 
... I used to show them some of my work … and they would correct my 
mistakes if there are some.” (Maram, Interview Transcript, p. 46)  
4.2.11. Adel 
Adel was a doctoral student. He received his Bachelor’s and Master’s degree from 
a university in the south west part of the United States. He was working on his Ph.D. in 
Computer Science at a university in the south west part of the U.S. Similar to Huda, he 
came from a small city in an eastern region in Saudi Arabia called Qatif. He was in his 
thirties and married with four children at the time of this study. Since his proficiency in 
English was reportedly high when he came to the United States before completing his 
Bachelor’s degree, he studied in an ELI program for only one month.  
After graduating from secondary school, he enrolled in a technical college for 
three years where he majored in Computer Science. Because his field requires the 
knowledge of English, he worked on improving his English language skills by reading 
books.  
Adel was sure that he would not be able to reach the level of a native speaker of 
English when he writes his papers. He said: 
(Excerpt 28) 
".ﻒﺘﯿﻟا ﻞﺜﻣ ﺮﯿﺻأ حار ﺎﻣ ﺐﺘﻛأ ﺎﻤﻠﻓ ﻲﺘﻐﻟ ﻲھﺎﻣ يﺰﯿﻠﺠﻧﻻا"  
“English is not my mother tongue so when I write, I will not reach the 
level of the native speaker of English.” (Adel, Interview Transcript, p. 49) 
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Because his current advisor was a non-native speaker of English, Adel was not 
confident that he (his advisor) would able to recognize all of his grammatical errors. He 
claimed that: 
(Excerpt 29) 
ﻲﻠﺜﻣ ﻞﻤﺠﻟا ﻲﻓ ﺄﻄﺨﯾ ﻮﮭﻓ ﻲﺒﻨﺟأ ﻲﻓﺮﺸﻣ ﮫﻧﻷ"...   ثﺪﺤﺘﻣ ﻲﻓﺮﺸﻣ ﻮﻟ ﻦﻜﻟ !؟ﻲﺜﺤﺑ لﺪﻋأ ﺶﯿﻠﻓ
".ﺮﺜﻛأ ﺰﻛرأ حار ﻲﻠﺻأ  
“Because my advisor was a non-native speaker of English, he made 
mistakes in the sentences just like me ... so why should I care about 
improving my term paper?! But if my advisor was a native speaker of 
English, I would pay more attention.”  (Adel, Interview Transcript, p.49) 
From the previous excerpt, we can see that there were at least three 
misconceptions in the way Adel perceived the importance of academic writing. The first 
one is that Adel assumed that because his advisor was a non-native speaker of English, 
his advisor would not be able to identify the grammatical mistakes he (Adel) makes. The 
second misconception is that the native speakers of English do not make grammatical 
mistakes. The third misconception is, similar to Rakan, Adel limited academic writing 
skills to be able to write academic sentences that lack any grammatical mistakes. 
Adel referred to another reason for not being interested in improving his academic 
writing skills. He claimed that he used programming languages to write his assignments 
instead of paragraphs made of texts, as can be seen in Excerpt 30. 
(Excerpt 30) 
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 ﺎﻨﻤﺴﻗ نا ﻢﻜﺤﺑو"75%  و ﺐﻧﺎﺟأيﺰﯿﻠﺠﻧﻻﺎﻓ ﺔﺠﻣﺮﺑ تﺎﻐﻟ هﺮﺜﻛا ﻲﻤﯾدﺎﻛﻷا دوﺰﻟا كاذ ﻮﻣ ﺎﻧﺪﻨﻋ".  
“Since 75% of the professors in our major [Computer Science] were 
foreigners [non-native speakers of English] and [assignments] were 
written in programming languages, academic English is not important to 
us [students].” (Adel, Interview Transcript, p.49) 
Although Adel used English words while using programming languages in his 
assignments, he was referring to academic writing skills when he used the word ‘English’ 
in the excerpt. 
4.2.12. Tala 
Tala came from Saihat city in the eastern coast of Saudi Arabia. The population of 
that city was estimated around 75,794, where 13873 were non-Saudis (Central 
Department of Statistics and Information in Saudi Arabia, 2013). Most people in that city 
worked in agriculture or in fishing industries.   
Tala received her Master’s degree from a university in the eastern part of the 
United States. She was working on her Ph.D. in the field of Analytical Chemistry in a 
university in the southwest part of the United States when she was interviewed. She had 
studied English in the U.S. for 18 months before beginning her Master’s degree. She was 
in her late twenties with no children.  
Tala started studying English when she came to the U.S. She pointed out that she 
was not motivated to study for her English classes when she was in intermediate and in 
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secondary schools. When I asked her why she had not studied more effectively before, 
she responded: 
(Excerpt 31) 
 ﻲﻨﯿﻠﺨﺗ ﺔﺟﺎﺣ ﮫﯿﻓ نﺎﻛﺎﻣ... تإ ﺪﯿﻧ ﺖﻧود يا ﮫﻧﻷ ... ﻢﺘھا ﻻو سردا ﺖﻨﻛﺎﻣ ... يدﻮﻌﺳ ﻞﻛ ﻞﺜﻣ "
... ﺎﮭﻤﻠﻌﺗا ".ﻲﺘﺳارد ﻞﻤﻛا ﻲﻧا ﻮھو ﻊﻓاد ﮫﯿﻓ نﺎﻛ ﺎﻨھ ﺖﯿﺟ ﺎﻤﻟ ﺲﺑ  
“like every Saudi ... I was not studying and I did not care ... because I do 
not need it ... there was not any motive for me to do that ... but when I 
came here [to the U.S.], there was a motive which is pursuing my [higher] 
studies.” (Adel, Interview Transcript, p. 51) 
We can see from Excerpt 31, lacking the motivation to study English was a 
common problem encountered by many Saudi students in Saudi Arabia, and it affected 
them negatively because they did not take the English classes seriously. However, when 
Tala came to the United States to do graduate work, she realized the necessity of learning 
English. She studied at three different English language institutes because she was 
looking for a program that focused on academic English.   
Tala claimed that when she finished writing her academic papers, she would ask 
an American classmate to review her work.  She pointed out that if one of her classmates 
was writing about the same topic, it would affect her academic writing style positively 
because they could share ideas and sources with her. Similar to Adel, she perceived 
collaboration with other students while doing an assignment as a factor that could 
influence their work positively. 
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4.3. Comparing the profiles of the participants 
In this section, I will compare and contrast some of the details that are related to 
the participants’ socio-cultural backgrounds. The points resulting from such comparisons 
and contrasts include the influence of participants’ native language (Arabic) on English, 
the influence of the type of schools (private or public) the participants enrolled in during 
their primary education on their learning of English, and the influence of the cities’ 
population sizes on the participants’ learning of English.          
4.3.1. The influence of the participants’ native language (Arabic) on English      
The participants expressed contradicting opinions regarding the influence of 
Arabic on English. Some of them pointed out that there was a positive influence, others 
said there was a negative influence, and a third group claimed that there was no influence 
at all.             
The majority of the participants perceived that being able to write well in Arabic 
would have a positive effect on a person’s writing skill in English. Sami, Adel, and 
Nader, for example, claimed that there would be a positive influence because delivering 
an idea, vocabulary, and the writing style do not change from a language to another. 
Nader, for example, pointed out that: 
(Excerpt 32) 
 تﺎﻐﻠﻟا ﻰﻠﻋ ﺮﯿﺛﺄﺗ ﮫﻟ نﻮﻜﯾ حار ... ﺔﻐﻟ يﺄﺑ ﺐﺘﻜﺗ نﻮﻜﺗ ﮫﻧأ ﻦظأ ... ﺎﺑﺎﺠﯾا ﺮﺛﺄﯾ ﮫﻧأ ﻦظأ" ىﺮﺧﻷا
 ﮫﻘﯾﺮﻄﻟاو بﻮﻠﺳﻷا ﻰﻘﺒﯾ ﻦﻜﻟ ... ﺮﻣاﺮﻘﻟا ﺎﮭﻨﻣ ﺪﺣاو ... ةﺮﯿﺜﻛ هﺮﻣ ﺐﻧاﻮﺟ ﺎﮭﻟ ﮫﺑﺎﺘﻜﻟا ﮫﻧﻷ ...
تﺎﻐﻠﻟا ﻞﻛ ﻲﻓ ﺔﻣﺎﻋ نﻮﻜﺘھ يﺬھ ... ﮫﺑﺎﺘﻜﻟا ﺖﻘﺣ ﺮﺸﻛﺮﺘﺴﻟاو."  
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“I think it has a positive influence ... I think when you write in one 
language it’ll have an influence on the other languages ... because writing 
has many aspects ... among of which is grammar ... but grammar and 
structure ... would be the same in all the languages.” (Nader, Interview 
Transcript, p. 9)                      
On the other end of the scale, some participants pointed out that being a good 
writer in Arabic would affect a person’s English writing skills negatively. Deema, for 
example, said: 
(Excerpt 33) 
 ﻦﯾأﺪﺘﺒﻤﻠﻟ ﺎﺻﻮﺼﺧو ... ﻲﺒﻠﺳ ﺮﯿﺛﺄﺗ ﺮﯿﺼﯾ حاﺮﻓ ... ﻦﯿﺘﻐﻠﻟا تﺎﻤﻠﻛو ﺪﻋاﻮﻗ ﻦﯿﺑ قﺮﻓ ﮫﯿﻓ ﮫﻧا ﻢﻜﺤﺑ"
ﻐﻠﻟا ﻲﻓ".ﺔ  
“Since the two languages [Arabic and English] have different grammatical 
rules and vocabulary … there would be a negative influence … especially 
for those who just started learning the language [English].” (Deema, 
Interview Transcript, p. 23)                      
 Lila also believed that there would be a negative influence. She claimed: 
(Excerpt 34) 
 تﺎﻤﻠﻜﻟا ﺔﯿﺣﺎﻧ ﻦﻣ ﺮﻓﺰﻧاﺮﺗ يﻮﺳأ ﺎﻧﺎﯿﺣأ ...  ﺔﯿﻧﺎﺜﻟا ﺔﻐﻠﻟا ﻰﻠﻋ ﺎﻤﺋاد ﺎﺒﻠﺳ ﺮﺛﺄﺗ ﻰﻟوﻷا ﺔﻐﻠﻟا"
ﻣ ﻊﻠﻄﺗﺎﻤﻓ يﺰﯿﻠﺠﻧﻹﺎﺑ ﺐﺘﻛأو ﻲﺑﺮﻌﻟﺎﺑ ﺮﻜﻓأ ﺎﻧﺎﯿﺣأ ... ﻂﻠﻐﻟﺎﺑ ﺮﻣاﺮﻘﻟاو".ﺔطﻮﺒﻀ  
“The first language always has a negative effect on the second one ... 
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sometimes I accidently transfer words and grammar rules ... sometimes I 
think in Arabic but I write in English and the result may be 
incomprehensible”.  (Lila, Interview Transcript, p. 15)                      
A third group of the participants claimed that there was no influence at all. Rakan 
and Reem, for example, believed that there would not be any influence. They support this 
claim by saying that English and Arabic are different languages.  Reem, for example, 
stated: 
(Excerpt 35) 
".ﻢﮭﻨﯿﺑ تﺎﻓﻼﺘﺧﻻا ﺐﺒﺴﺑ ... ﻲﻧﺎﺛ ءﻲﺷ كاﺬھو ءﻲﺷ اﺬھ ... ﺮﯿﺛﺄﺗ يأ ﮫﯿﻓﺎﻣ ﻊﻗﻮﺗأ"     
“I think there is not any influence … because this [Arabic] is something 
and that [English] is something else … because the differences between 
them.” (Reem, Interview Transcript, p. 4)                        
Although the participants provided their own perceptions about whether having 
good Arabic writing skills would affect English writing skills positively or negatively, 
they were talking about that issue as a general idea, rather than from personal experience 
perspective. Looking closely at the profile of one of the participants might bring 
something interesting to the study. For example, in college, Huda discovered that she 
liked writing in English. When asked to write about the differences between a city and a 
village on an assignment, she wrote: 
(Excerpt 36) 
"  ﺎﮭﺑﺪﻟ ... [ﺖﻨﻤﺳا ﻦﻣ ﺔﯿﻨﺒﻤﻟا ﻲﻧﺎﺒﻤﻟا ﺪﺼﻗأ ] ءادﻮﺳ ﮫﺴﺑﻻ ﺎﻤﺋاد ، داﺪﺣ ةﺮﺘﻓ ﻲﻓ ةأﺮﻣا ﻲھ ﺔﻨﯾﺪﻤﻟا
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 ةﺪﯿﻌﺳ ةأﺮﻣا ﻲھ ﺔﯾﺮﻘﻟاو ... [ﻊﻧﺎﺼﻤﻟا ﻦﻣ ﺪﻋﺎﺼﺘﻤﻟا نﺎﺧﺪﻟا ﻰﻟا ةرﺎﺷإ] ﻦﯿﺧﺪﺘﻟا ﻲھو ﺔﺌﯿﺳ ةدﺎﻋ
ناﻮﻟﻷﺎﺑ ﺔﺸﻛرﺰﻣ ﺲﺑﻼﻣ يﺪﺗﺮﺗ." 
“The city is like a woman in mourning, always wearing black [a reference 
to the tall buildings that are built of cement] ... with the bad habit which is 
smoking [fumes from the factories] ... while a village is like a happy 
woman wearing colorful clothes.”  (Huda, Interview Transcript, p. 31)  
Huda’s case is different from the rest of the participants. Although she writes 
poems in Arabic and in English and wrote a good piece of writing in which she compared 
a city to a village, she was not sure if being a good writer in Arabic would affect her 
writing skills in English. She pointed out that: 
(Excerpt 37) 
 سرﺪﯾ ﻲﺠﯿﻓ ﻲﺑﺮﻌﻟﺎﺑ ﺲﯾﻮﻛ ﺮﯿﺼﯾ ﻦﻜﻤﻣ ... ﺮﺛﺄﺗ ﺮﯿﺜﻛ ﻞﻣاﻮﻋ ﮫﯿﻓ ﮫﻧﻷ ... دﺪﺤﺗ ﻚﻧا ﺐﻌﺻ"
".ﺎﺒﻠﺳ ﺮﺛﺄﯿﻓ ﺲﯾﻮﻛ ﻮﻣ سرﺪﻤﻟا نﻮﻜﯾو يﺰﯿﻠﺠﻧا  
“It is difficult to determine [if writing well in Arabic has a positive or a 
negative influence on writing well in English] … because there are several 
factors that could affect [the writing skill in both languages] … a person 
probably is good in writing in Arabic but when he started learning 
English, he teacher was not a good one so the writing skills of the student 
would be negatively affected.” (Huda, Interview Transcript, p. 34)                        
Huda probably was talking about her bad experience with her teacher (I talked 
about that experience in Huda’s profile).   
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4.3.2. The influence of the type of schools (private or public) the participants 
enrolled in during their primary education on their learning of English  
I am a Saudi person (similar to the participants in the current study), a student 
who studied his primary education in different Saudi schools in Saudi Arabia, and an 
English teacher who taught in intermediate and secondary schools in Saudi Arabia for 5 
years. From this vantage point, I think I might be eligible to share some personal 
experience while discussing this point. Since all schools in Saudi Arabia are required to 
use the same materials and textbooks while teaching English, the major player in 
improving students' English writing skill, I think, is the teacher and not the type of school 
(whether a private or a public one). If a teacher wants to improve his/her students' writing 
skill, s/he has to give them extra activities (in addition to the activities in the textbooks 
s/he is required to teach by the Saudi Ministry of Education). Unfortunately, not all the 
teachers who teach English in Saudi schools are willing to take that extra step. 
Some excerpts from the participants support my observation above. Sami, for 
example, studied in public schools during his primary education. When it comes to 
teaching English, he said: 
(Excerpt 38) 
 ﺲﺑ يﺰﯿﻠﺠﻧﻻا ﻦﻋ ﻦﯿﺗدﺎﻣ ﮫﯿﻓ نﺎﻛ ﮫﻌﻣﺎﺠﻟا ﻲﻓو ... ﺪﺠﺑ هﺬﺧﺎﻧﺎﻣ ... ﻦﻜﻟ ﻂﺳﻮﺘﻤﻟا ﻦﻣ ﺎﻧﺪﻨﻋ أﺪﺒﯾ"
ﺮﻣاﺮﻗو يﺰﯿﻠﺠﻧا ﻚﺴﯿﺑ ﺖﻧﺎﻛ …  ﻊﻗﻮﺗا ﺎﻣﻲﺷ ﻲﻟ ﺖﻓﺎﺿا ﺎﮭﻧا.  
“It [studying English] started in intermediate school but ... we [students] 
did not take it seriously ... at university, there were two courses in English 
but they were about basic English and grammar … I don’t think they 
145 
 
improved my English proficiency at all.” (Sami, Interview Transcript, p. 
18)  
On the other hand, Deema, who studied in private schools during her primary 
education, stated that: 
(Excerpt 39)  
  ﻰﻠﻋ ﻚﺤﻀﻧ ﺎﻨﻛو ... تﺎﯿﺒﻨﺟا اﻮﻧﺎﻛ ﻲﻧﻮﻤﻠﻋ ﻲﻠﻟا ... يﺰﯿﻠﺠﻧا سردا ﺖﻨﻛو ﺔﺿوﺮﻟا ﻦﻣ" ﻢﮭﻘﻄﻧ
 ةدﻮﺟﻮﻣ ﺰﻓاﺮﻗارﺎﺑ ﺐﺘﻜﻧ ﮫﻧا ﺎﻨﻣ ﺐﻠﻄﺗ ﺔﺳرﺪﻤﻟا ﺖﻧﺎﻛ ﻂﺳﻮﺘﻤﻟا ﻲﻓ ... ﻖﻄﻨﻟا ﻲﻓ ﻢﮭﯿﻛﺎﺤﻧ ﻢﮭﺴﻠﺠﻧو
 ... ﺪﺣاو ﻲﺠﯾ حارو ﻦﯿﻟﺎﻘﻣ ﻆﻔﺤﻧ ﺎﻨﻣ نﻮﺒﻠﻄﯾ اﻮﻧﺎﻛ يﻮﻧﺎﺜﻟاو ... ﮫﻄﯿﺴﺑ ءﺎﯿﺷا ﺮﯿﻐﻧو بﺎﺘﻜﻟا ﻲﻓ
ﺮﻣاﺮﻗ نﺎﻛو ﺪﺣاو سرﻮﻛ تﺬﺧا ﮫﻌﻣﺎﺠﻟا ﻲﻓو."  
“I started learning English in kindergarten ... the teachers were non-Saudis 
...we [she and her classmates] used to laugh at their pronunciation 
[teachers’ pronunciation because it was not correct and funny] ... we used 
to imitate their pronunciation ... in intermediate school, the teacher used to 
ask us to rewrite some paragraphs from the textbook with some slight 
changes ... in secondary school, we were asked to memorize 2 paragraphs 
and we would be asked to write one of them in the final exam ... at 
university, I took only one English course and it was about grammar.” 
(Deema, Interview Transcript, p. 21)  
The last two excerpts might suggest that studying in private schools does not 
always indicate that students will be better than those who are studying in public schools 
in terms of their English writing skills (at least as I see it in my participants’ cases). 
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4.3.3. The influence of the cities’ population sizes on the participants’ learning of 
English    
Regarding the size of the cities that the participants came from, I do not think that 
it had an obvious influence on the participants’ English skills. It is true that big cities 
would have a large number of foreigners; however, those foreigners are mostly from 
India and Bangladesh and do not have any level of education. They are blue-collared 
workers (people who perform manual labor), personal drivers for some wealthy families, 
workers in farms, and grocery stores sellers. Therefore, they tend to use a simplified 
version of Arabic that allows to survive and to communicate with the Saudis. 
The influence of the size of the cities the participants in the current study came 
from can be looked at from a different angle. Small cities, unlike big ones, tend not to 
have much entertainment. Not having much entertainment might make some students 
focus on their studies (for example, reading some books to learn English). The 
participants, however, did not touch on the influence of their cities on their learning of 
English. Whether they were coming from big cities (for example, Deema came from 
Riyadh where the population was 5.7 million) or from small ones (for example, Sami 
came from a small city where the population was around 10,000), the participants did not 
talk about the influence of their cities on their English skills.    
4.4.Chapter summary  
In this chapter, I provided a biographical profile for each participant. The profiles 
included information about the participants’ backgrounds (for example, their educational 
degrees, cities they came from in Saudi Arabia, their work experience, and their length of 
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stay in the U.S.) and their experiences with learning English and with learning how to 
write in English. Generally speaking, there were 6 males and 6 females. There were also 
6 Ph.D. students and 6 Master’s students. The participants’ majors were Educational 
Leadership, Engineering Management, English, Business, Food Science, Mechanical 
Engineering, Finance, Industrial Engineering, Hospitality Administration, Chemistry, and 
Computer Science. Finally, I compared and contrasted some of the information related to 
the participants’ socio-cultural backgrounds. 
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CHAPTER V 
 
 
FINDINGS 
 
5.1. Introduction 
In this chapter, I will shed some light on the similarities and on the differences 
found among the answers of the participants regarding their perceptions of academic 
writing and of plagiarism.  The points will be presented based on the research questions 
which are:    
1- How do some Saudi graduate students perceive different aspects of academic 
writing?   
2- How do some Saudi graduate students perceive plagiarism?  
3- What might be the sources of the Saudi graduate students’ perceptions of 
academic writing and of plagiarism? 
I would like readers to keep in mind that most of what is presented or emphasized 
in this chapter is my interpretation of the participants’ insights gained from listening to 
the recordings and reading the interview transcripts while writing my dissertation project. 
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5.2. Some Saudi graduate students’ perceptions of academic writing (RQ 1) 
To explore the participants’ perceptions of academic writing, I will discuss four 
issues that I noticed in the participants’ interviews. These issues are: simplistic 
understanding of the definition of academic writing, viewing academic writing as mainly 
important for academic survival, adopting certain approaches to learn academic writing, 
and perceiving academic writing as difficult only at the formal level.  
5.2.1 Simplistic understanding of the definition of academic writing 
The participants provided several definitions for academic writing. They looked at 
academic writing from different angles. Most of the participants focused only on the 
micro level when they defined academic writing. By the micro level, I mean choice of 
vocabulary, grammar, and cohesive devices. Reem, for example, perceived academic 
writing as:  
(Excerpt 40) 
... تﺎﻤﻠﻛ ﻲھ" ﺮﯿﺜﻛ ﺎﮭﻌﻤﺳاﺎﻣ  مﻮﯾ ﻞﻛ ﻮﻣ ... ﺎﮭﻌﻣ ﺮﯿﻠﯿﻤﻓ ﻮﻣ ... ﮫﯿﻓ ﺎﻧﺎﯿﺣا ... ﻲﻣاﺪﻗ ﺎﮭﻓﻮﺷا
... ﺎﮭﻘﻄﻧا فﺮﻋا ﺎﻣ تﺎﻤﻠﻛ ".ﺔﯿﻤﯾدﺎﻛا تﺎﻤﻠﻛ  
“Words that I do not hear much…words that I am not familiar 
with…words that I do not hear on a daily basis…words that I do not know 
how to pronounce ... words that we expect to find in academia only.”  
(Reem, Interview Transcript, p. 1)   
Reem seemed to be limiting her definition of academic writing to the type of 
words used in formal academic setting only. Her definition may be simplistic. For 
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example, if a slang word was not one that she hears “on a daily basis,” it might be 
considered an academic one according to her definition. 
Some of the participants, on the other hand, focused on the macro level. By the 
macro level, I mean rhetorical forms and conventions, organization, and audience. Lila, 
for example, referred to the organization of academic papers, as can be seen in Excerpt 
41.   
(Excerpt 41) 
 " .ﺪﻠﯿﻔﻟﺎﺑ ﻲﻠﻟا ﻞﯾﺎﺘﺴﻟا ﻰﻠﻋ ﺐﺘﻛا ... ﻰﺤﺼﻔﻟﺎﺑ ﺐﺘﻛا ...ﻦﺸﯾﺰﯿﻧﺎﻗروﻻاو"  
“Writing in formal language ... following style in the field ... and 
organization.” (Lila, Interview Transcript, p. 12)   
Similarly, Sami focused on the macro level while defining academic writing, as 
can be seen in Excerpt 42.  
(Excerpt 42) 
 . ﻚﻋﻮﺿﻮﻣ ﺔﺑﺎﺘﻛ ﺔﻘﯾﺮط ﻲھ".. مﺎﺴﻗا ﻰﻟا ﻚﺘﺑﺎﺘﻛ ﻢﺴﻘﺗ ﻒﯿﻛ ... ".ﻚﻋﻮﺿﻮﻣ ﻊﻣ ﻞﻣﺎﻌﺘﺗ ﻒﯿﻛ  
“It’s how you start your topic ... how you divide your paper into sections 
(introduction, body, conclusion) ... how you tackle your topic.” (Sami, 
Interview Transcript, p. 18)     
As can be seen from the excerpts above, the participants did not have a 
comprehensive understanding of what academic writing means. In fact, most participants, 
for example, limited their definitions of academic writing to one or two issues from the 
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following list (word choice, general organizational conventions such as introduction, 
body, and conclusion, avoiding the use of first person pronouns, and accurate grammar 
usage).  A comprehensive understanding would include what the participants mentioned 
in addition to audience, textual borrowing, authorship, originality, and textual ownership. 
Being familiar with such features, according to Bloch (2001), would make NNESs able to 
improve their academic writing skills. Additionally, Coffin et al. (2003) point out that 
academic writing deals with students’ thinking skills and content knowledge, helps 
students to evaluate their writing skills and knowledge, and encourages them to take part 
in academic communities. The points mentioned by Coffin et al. (2003) did not appear in 
my participants’ perceptions of the definition of academic writing. 
5.2.2 Viewing academic writing as mainly important for academic survival  
The participants provided several reasons for the importance of academic writing. 
One of the reasons was that, since they were graduate students, it was expected of them to 
have good academic writing skills. Nader, for example, said: 
(Excerpt 43) 
".ﺎﮭﯿﻓ ﻦﻜﻤﺘﻣ نﻮﻜﺗﺎﻣ ﺪﻌﺑ ﻻا جﺮﺨﺘﺗ حار ﻻو ﺮﯿﺜﻛ ﺐﺘﻜﺗ ﻚﻧا ﻊﻗﻮﺘﻣ ﺖﻧا" 
“You are expected to write more and you’ll never graduate till you have 
good academic writing skills.” (Nader, Interview Transcript, p. 8) 
Here, we can see that academic writing is linked to the practical goal of 
graduation. 
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A different reason for the importance of academic writing was that it might help 
people to survive academically by taking shortcuts, according to some participants. Sami, 
for example, claimed that: 
(Excerpt 44) 
"  ﻢﯿﺴﻘﺘﻟا ةءاﺮﻗ لﻼﺧ ﻦﻣ ﺖﻗﻮﻟا ﻆﻔﺣ ﻲﻓ كﺪﻋﺎﺴﺗﺴﺑﻻا اﺮﻘﺗﺎﻣ لوﺎﻓ ... ﺖﻛاﺮﺘﺴﺑﻻاو ﻼﺜﻣ ﺖﻛاﺮﺘ
".ﻻ وا ﻞﻤﻜﺗ ﺖﻧا فﻮﺸﺗ 
“It [the followed organization in an academic paper] helps you to save 
time by reading the headings and the abstract… when you read the 
abstract, you would be able to decide if you want to read the whole paper 
of not.” (Sami, Interview Transcript, p. 19) 
The organization of an academic paper, as Sami claimed, enables readers to find 
the information they are searching for quickly by browsing the sections in a paper and 
then reading the section(s) that they want which, eventually, helps them save their time 
and survive academically.  
The third reason is that having good academic writing skills might help the 
participants to publish their articles in peer-reviewed journals. Tala, for example, stated 
that academic writing was important because it was: 
(Excerpt 45) 
"  ﺔﯿﻤﻠﻌﻟا تﻼﺠﻤﻟاو تﺎﻤﻈﻨﻤﻠﻟ ﻚﺘﮭﺟاو ﻲھ ﮫﻧﻷجﺮﺨﺘﻠﻟو ".  
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“[academic writing is] your way to organizations and peer-reviewed 
journals and graduate.” (Tala, Interview Transcript, p. 54) 
Tala claimed that academic writing was important because it allows her to meet 
one of her degree’s requirements (publishing an article) in order to graduate.  
The participants also mentioned that academic writing skills are important 
because they help them to succeed in their courses because poor or non-existent academic 
writing skills will result in failure in the course. Nader, for example, pointed out that he 
wanted to have good academic writing skills because: 
(Excerpt 46) 
ﻧﻷ ﻲﻟﺎﻌﻟا ﻢﯿﻠﻌﺘﻟا ﻲﻓ ﺔﻤﮭﻣ ﻲھ"".ﺎﮭﯿﻠﻋ ﻢﯾﺎﻗ ﮫ  
“Grades are mostly based on writing papers.” (Nader, Interview 
Transcript, p. 8) 
It is important, according to Deema, to have academic writing skills at the 
graduate level. She said: 
(Excerpt 47) 
"  ﺔﺑﺎﺘﻜﻠﻟ ﺔﻨﯿﻌﻣ تﺎﺟرد نﻮﻄﺤﯾ ةﺮﺗﺎﻛد ﮫﯿﻓ ﮫﻧﻷ...  ﻒﯿﻜﻓ ﺔﻟﺎﺳر ﺐﺘﻛا حار ﻲﻧا ﻲﻧﺎﺜﻟا ءﻲﺸﻟاو
".ﺲﯾﻮﻛ ﺐﺘﻛا ﺎﻣ ﺎﻧاو ﺔﻟﺎﺳر ﺐﺘﻛا حار  
“Because there are professors who assign marks for well-written papers ... 
also I am going to write a thesis so how I am supposed to do that if I lack 
academic writing skills.”  (Deema, Interview Transcript, p. 22) 
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Reem also claimed that as an international student, academic writing is not 
important to her because there are other sources where she can have her academic 
papers improved (for example, writing center and proofreaders). 
(Excerpt 48) 
.. ﺲﯾﻮﻛ ﺐﺘﻛا ﻲﻧا ﻢﮭﻣ ﻮﻣ ﺔﯿﻟود ﺔﺒﻟﺎﻄﻛ" . ".زرﺪﯾﺮﻓوﺮﺑ وا ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻠﻟ  حورأ ﻦﻜﻤﻣ ﻲﻧﻷ  
“As an international student, it is not important for me to have good 
academic writing skills ... because I can go to the writing center or to 
proofreaders.” (Reem, Interview Transcript, p. 3)  
Reem seems to limit the use of academic writing to writing her 
assignments and term papers only.  
Turki pointed out that it was important for him to write well in order to be 
able to demonstrate to his professors that there were minimal linguistic 
differences in writing skills between him and native speakers of English, as can be 
seen from the following excerpt. 
(Excerpt 49) 
" بﻼﻄﻟا ﻞﺜﻣ ﻚﻧا كرﻮﺘﻛﺪﻟ ﻦﯿﺒﺗ مزﻻﺔﺑﺎﺘﻜﻟا ﻲﻓ نﺎﻜﯾﺮﻣﻷا ".  
“[When you write] you have to demonstrate to your professor that there 
are no differences between you and the American students in writing.” 
(Turki, Interview Transcript, p. 36)  
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As can be seen, most participants viewed academic writing as important for 
survival only. The participants pointed out that academic writing was important to them 
because professors would expect them to have good academic writing skills, it helped 
them to survive academically by taking shortcuts, it helped them to publish their articles 
in peer-reviewed journals to graduate, and it helped them to succeed in their courses. All 
these reasons could be considered as parts of survival in their studies.  
Viewing academic writing as important for survival could be considered as an 
instrumental motivation. Instrumental motivation, according to Gardner and Lambert 
(1972), refers to learning a language as an instrument to achieve specific goals. In the 
current study, the participants had a tendency to learn English academic writing to be 
able to survive while doing their graduate studies.    
5.2.3 Perceived approaches to learning academic writing 
The participants reported several successful and unsuccessful approaches to 
learning academic writing. The successful approaches, according to the participants, 
were: a lexicon-based approach, a genre-based approach, a human-based approach, and a 
technology-based approach. Those approaches were considered successful ones because 
the participants believe that such approaches helped them learn and improve their 
academic writing when they were asked the following questions in the interview: how did 
you learn to write academic English? During your writing process, does your process 
involve revision? (Why)? What kind of instruction do you receive? What are your 
strategies to cope with writing academic English? (In other words: how do you make sure 
that what you are writing is academic English). 
156 
 
One of the successful approaches was to use formal terminology. Adel, for 
example, said:  
(Excerpt 50) 
 ﻞﺻﻮﺗ ﻦﻜﻤﻣ ﺎﻨﺘﻠﺌﺳا نأ ﻢﻜﺤﺑ ... لاﺆﺴﻟا ﻦﻣ تﺎﻤﻠﻛ ﺬﺧأ ﻲﻧأ ﻖﯾﺮط ﻦﻋ ﺔﯿﻤﯾدﺎﻛأ ﻲﺘﺑﺎﺘﻛ ﻲﻠﺧأ"
".تﺎﺤﻔﺼﻟ  
“I make my assignments written in an academic writing style through 
repeating some of the words in the question [borrowing some of the words 
in the question(s) and use them in his paper]... since our questions 
[questions in Computer Science major] might reach several pages.” (Adel, 
Interview Transcript, p. 51) 
Adel used the question prompt as a strategy to improve his academic writing 
skills. He said that in his computer science courses, lengthy questions of two to three 
pages are typical. By repeating selected phrases and terminology from the questions in 
his responses to the question, he believed that he was able to improve his academic 
writing skills.   
Another successful approach was a genre-based one. The term genre refers to “a 
distinctive category of discourse of any type, spoken or written, with or without literary 
aspirations” (Swales, 1990, p. 33). 
Maram, for example, reported that she: 
(Excerpt 51) 
157 
 
"  ﻦﯾﺪﻌﺑو ... ﻲﻋﻮﺿﻮﻣ ﺲﻔﻧ ﻲﻓ ﻲﻠﻟا زﺮﺒﯿﺒﻟا ﻊﻤﺟاﻢﮭﯿﻛﺎﺣاو ﻢﮭﻠﻛ تﺎﻣﺪﻘﻤﻟا أﺮﻗا ".  
“Collected many journal articles written about topics related to mine ... 
then [she] read the introduction section in all the papers and imitated 
them.” (Maram, Interview Transcript, p. 45) 
In the previous excerpt, Maram said that when she wanted to write the 
introduction section, she looked at the same genre in journal articles and then imitated 
how that genre was written while writing her papers.  
The human-based approach is considered by some of the participants as one of the 
successful approaches to learn academic writing skills. This approach means the 
participants relied on other people (for example, the consultants in a writing center, a 
friend) to provide them with feedback regarding their papers and, eventually, improve 
them. Nader, for example, claimed that: 
(Excerpt 52) 
"طو ﻢﮭﻣ اﺪﺟ نﺎﻜﻣ اﺬھ ... بﻻ ﻖﻨﺘﯾاﺮﻟا يﺪﻨﻋ ﮫﻌﻣﺎﺠﻟا ﻲﻓ ﺔﯿﺳﺎﺳﻷا ﻦﻛﺎﻣﻷا ﻢھأ ﻦﻣ ﺪﺣاو ﺎﻌﺒ
 فﻮﺷأو أﺮﻘﯾ ﮫﯿﻠﺧا بﻻ ﻖﻨﺘﯾاﺮﻟا حورا ﺎﻤﻟ ﺎﻧﺎﯿﺣا ... ﺔﺑﺎﺘﻜﻟا ﻢﻠﻌﺘﻟ ﻲﻟ ﺔﺒﺴﻨﻟﺎﺑ ﻲﺳﺎﺳا نﺎﻜﻣ ﻮھو
 ﻮھﺎﻣ ﮫﻧا ﺖﯿﻘﻟ اذاو ... ﻲﺘﻘﺣ ﺮﺒﯿﺒﻟا ﻦﻣ ﻢﮭﻓ ﺶﯾا80 ﺘﻘﺣ ﺮﺒﯿﺒﻟا ﻲﻓ لﻮﻗا ﺶﯾا ﻢھﺎﻓ ﮫﯿﻤﻟﺎﺑ ﮫﺗﺎﻨﻌﻣ ﻲ
 ﺔﯾاﺪﺒﻟا ﻦﻣ ﻢھﺎﻓ ﻮﻣ ﻮھ اذاو ... يﻮﻐﻠﻟا ﺢﯿﺤﺼﺘﻟا ﮫﺘﻠﻐﺷ ﻮھ ... ﻢﯿﻠﺳ ﻞﻜﺸﺑ ﮫﻣﻮﻠﻌﻤﻟا ﺖﻠﺻوﺎﻣ ﺎﻧأ
ﻻ وأ ﻢھﺎﻓ ﻮھ فﻮﺸﺗ ﮫﻟ ﻊﺟﺮﺗ ﻦﯾﺪﻌﺑو ﺪﯾﺪﺟ ﻦﻣ ﮫﻐﯿﺼﺗ ﻊﺟﺮﺗو هﺪﯿﻌﺗ حار ﮫﺗﺎﻨﻌﻤﻓ".  
“Of course one of the essential places in the university is the writing lab ... 
it is a very important place and it’s an essential place to me to improve my 
writing skills... sometimes when I go to the writing lab, I ask him to read 
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my paper ... if he [the writing center consultant] did not understand 80 % 
of my paper, this means that I was not able to deliver the ideas in a 
successful way ... his job is to correct the language problem … and if he 
did not understand from the beginning, this means that you have to rewrite 
it and bring it to him again to see if he is able to understand it or not.” 
(Nader, Interview Transcript, p. 7) 
Nader mentioned that after finishing writing his papers, he sometimes would ask 
one of the consultants in the writing center to check them for grammatical mistakes. 
Doing that, from Nader’s point of view, helped him improve his writing skills. 
Similarly, Maram said: 
(Excerpt 53) 
. ﺔﯿﻜﯾﺮﻣأ ﺔﻠﺋﺎﻋ ﻊﻣ ﺔﻨﻛﺎﺳ ﺖﻨﻛ".".ﻲﻟ نﻮﺤﺤﺼﯾو ﻢﮭﯾروا ﺲﻠﺟاو تﺎﺟﺎﺣ ﻢﮭﻟ ﺐﺘﻛا ﺖﻨﻛو .  
“I lived with an American host family... I used to write some essays and 
showed it to them (asking one of the parents who both have bachelor’s 
degree) to read them and suggest some corrections.” (Maram, Interview 
Transcript, p. 46) 
In the previous excerpt, Maram indicated that she improved her academic writing 
skills through writing some essays and asking two educated persons to read them and to 
provide her with help and feedback.    
The last approach mentioned by the participants to learning academic writing 
skills was using technology. Nader stated: 
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(Excerpt 54) 
. ةﺮﯿﺜﻛ ءﺎﯿﺷأ ﺖﺑﺮﺟ".. ﻊﻗاﻮﻤﻟا ﺾﻌﺑ ﺖﺑﺮﺟ و .. ةﺰﯿﻣو دروﻮﻟا ﺞﻣﺎﻧﺮﺑ مﺪﺨﺘﺳا ﺎﻤﺋاد ﺎﻌﺒط .
".ﻲﻟﻵا ﺢﯿﺤﺼﺘﻟا  
“I tried many things [to make my papers written in academic writing style] 
... I tried some websites ... of course I always use Microsoft word program 
and its auto correction feature.” (Nader, Interview Transcript, p. 9) 
On the other hand, there are some approaches that affected the learning of 
academic writing skills negatively, according to the participants. Those approaches are: 
rote memorization, lack of academic writing resources (for example, writing courses), 
NNES university instructors, help from unreliable sources (for example, siblings and 
parents), and being under pressure. Those approaches were considered unsuccessful ones 
based on the participants’ answers to the following questions in the interview: Could you 
please talk about your English learning journey? How do you see yourself as a writer in 
your major field? Do you have any concern while writing an academic paper? If yes, 
what are they? How are student English writing assignments graded in Saudi Arabia? 
Deema claimed that in their primary education, they were not taught how to write 
in English. Instead, they were asked to memorize a passage written in English to write it 
in the final exam, as can be seen in Excerpt 55. 
(Excerpt 55) 
ﻨﻣ نﻮﺒﻠﻄﯾ اﻮﻧﺎﻛ"ﻨ ﺎ ﮫﻧأﺪﺣاو ﻲﺠﯾ حارو ﻦﯿﻟﺎﻘﻣ ﻆﻔﺤﻧ ﻲﺋﺎﮭﻨﻟا رﺎﺒﺘﺧﻻا ﻲﻓ".  
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 “We were asked to memorize 2 paragraphs and we will be asked to write 
one of them in the final exam.” (Deema, Interview Transcript, p. 21) 
Lacking academic writing resources in their primary schools and at the graduate 
level (for example, courses for writing per se) was one of the reasons that did not help the 
participants improve their academic writing skills. Mohammad, for example, pointed out 
that: 
(Excerpt 56) 
 ﺔﻟﺎﺳﺮﻟا مﺎﺴﻗا ﻚﻤﻠﻌﺗ ةدﺎﻣ ﻲﻓﺎﻣ ﻲﻨﻌﯾ ... ﺔﻟﺎﺳﺮﻟا ﺐﺘﻜﺗ ﻒﯿﻛ ﻚﻤﻠﻌﯾ ﺪﺣا ﻲﻓﺎﻣ ﺎﻜﯾﺮﻣا ﻲﻓ ﻰﺘﺣ "
 ﺶﯾاو".ﻢﺴﻗ ﻞﻛ ﻲﻓ ﺐﺘﻜﺗ  
“Even in the U.S. there is no one to teach you how to write a dissertation 
... there is no course that informs you about the sections of a dissertation 
and what should be written in each section.” (Mohammad, Interview 
Transcript, p. 25) 
Mohammad complained that he was encountering difficulties while writing his 
dissertation, and that there were no writing courses at his university to teach him how to 
go over such difficulties. This excerpt indicates that Mohammad probably did not write 
academic papers that were composed of texts before starting writing his dissertation.   
One of the participants referred to the NNES university instructors as one of the 
reasons for not being interested in improving his academic writing skills. Adel pointed 
out that: 
(Excerpt 57) 
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ﻲﻠﺜﻣ ﻞﻤﺠﻟا ﻲﻓ ﺄﻄﺨﯾ ﻮﮭﻓ ﻲﺒﻨﺟأ ﻲﻓﺮﺸﻣ ﮫﻧﻷ" ...   ثﺪﺤﺘﻣ ﻲﻓﺮﺸﻣ ﻮﻟ ﻦﻜﻟ !؟ﻲﺜﺤﺑ لﺪﻋأ ﺶﯿﻠﻓ
".ﺮﺜﻛأ ﺰﻛرأ حار ﻲﻠﺻأ 
“Because my advisor is a non-native speaker of English, he makes 
mistakes in the sentences just like me ... so why should I care about 
improving my term paper?! But if my advisor is a native speaker of 
English, I will pay more attention.”  (Adel, Interview Transcript, p.49) 
Adel assumed that because his advisor was a non-native speaker of English, he 
(his advisor) would not be able to identify the grammatical mistakes he makes. Adel also 
believed that the native speakers of English do not make grammatical mistakes. 
Additionally, Adel, similar to Rakan, limited academic writing skills to being able to 
write academic sentences that lack any grammatical mistakes. 
The participants also referred to the help received from their parents in writing 
their English writing assignments. Huda claimed that because her parents did her writing 
assignments, she did not have a chance to practice writing in English, as can be seen in 
Excerpt 58. 
(Excerpt 58) 
".ﺎﻨﻨﻋ نﻮﺒﺘﻜﯾ اﻮﻧﺎﻛ رﺎﺒﻜﻟا ﺎﻨﺗﻮﺧاو ﺎﻨﯾﺪﻟاو" 
“[When I was in primary schools] my parents and elder brothers used to 
write my composition assignments.” (Huda, Interview Transcript, p. 33) 
Huda’s parents and elder brothers, with good intentions, would write the 
assignment for her so that she would be assured of a higher grade. 
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 The final reason mentioned by the participants, which could affect their 
academic writing skills negatively, was being under pressure. Tala, for example, 
claimed that: 
(Excerpt 59) 
" ﻲھ ﺔﯿﻤﯾدﺎﻛﻷا ﻲﺗﺎﺑﺎﺘﻛ ﻰﻠﻋ ﺮﺛﺄﺗ ﻲﻠﻟا ءﺎﯿﺷﻷا ﻦﻣ. ﮫطﻮﻐﻀﻣ نﻮﻛأ ﺎﻤﻟ.ﻋ بﺎﺒﺳﻷ اءاﻮﺳ . وأ ﺔﯿﻠﺋﺎ
ﺔﯿﺳارد .يرﺎﻜﻓأ ﺐﺗرأو ﺰﻛرأ رﺪﻗا ﻻو ﻞﻤﺠﻟا ﻲﻓ ﺄﻄﺧا ..."  
“One of the things that affect my academic writing skills is being under 
pressure ... whether due to family reasons or because of my study… I 
make mistakes in my sentences and I cannot focus and arrange my ideas.” 
(Tala, Interview Transcript, p. 55) 
Tala pointed out that when she is under pressure, she makes mistakes 
while writing her sentences. She also said that she cannot focus while writing her 
academic papers and that her ideas would not be connected. Tala seemed to be 
focusing on grammar and on ideas when she talked about how being under 
pressure could affect her academic writing skills negatively.  
The participants talked about several successful and unsuccessful 
approaches to learning academic writing. The successful approaches, on one end 
of the scale, are: a lexicon-based approach, a genre-based approach, a human-
based approach, and technology-based approach. On the other end of the scale, 
the participants revealed some approaches that affected their learning of academic 
writing skills negatively. Those approaches are: rote memorization, lack of 
academic writing resources (for example, writing courses), NNES university 
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instructors, help from unreliable sources (for example, siblings and parents), and 
being under pressure. 
5.2.4 Academic writing difficulties are at the formal level only 
The participants in the current study referred to three areas where they usually 
encounter difficulties. Those areas were: difficulties at the lexical level, difficulties with 
grammar; and difficulties at the organizational level, for example, IMRaD (Introduction, 
Methods, Results, and Discussion).  
Some participants revealed that they encountered difficulties in academic writing 
at the lexical level. Adel, for example, mentioned that he had: 
(Excerpt 60) 
".زﺰﯾﺮﻓو زدروو ﻖﻨﯿﻨﯿﺷﺰﻧاﺮﺘﻟا ﻲﻓ ﺔﻠﻜﺸﻣ يﺪﻨﻋ"  
“[In academic writing] a problem regarding using transitional words and 
phrases while I am writing.” (Adel, Interview Transcript, p. 50) 
Adel said that linking sentences and paragraphs with each other was difficult for 
him because he was not familiar with transitioning words and phrases. His major, 
Computer Science, probably, led to this problem since it is based on programming 
languages rather than complete sentences and paragraphs.  
Maram and Reem claimed that writing for academic purposes was different from 
writing for non-academic purposes because it required using vocabulary that 
demonstrates to the readers that you are knowledgeable and well-informed. 
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(Excerpt 61) 
" رﺎﻘﻠﻟ ﻦﯿﺑا نﺎﺸﻠﻋ ... ﺔﯾﻮﻗ نﻮﻜﺗ مزﻻ ئرﺎﻘﻠﻟ ﺎﮭﻣﺪﺨﺘﺳا ﻲﻠﻟا تﺎﻤﻠﻜﻟا  ﺔﯾﻮﻗ و ﺔﻔﻘﺜﻣ ﺎﻧا ﻲﻧﺄﺑ و
أﺔﯿﻤﯾدﺎﻛ".  
“[In academic writing] I have to use powerful vocabulary … so I can show 
the reader that I am knowledgeable and educated.” (Reem, Interview 
Transcript, p. 2) 
Almost all the participants mentioned that they have difficulties with grammar 
when it comes to academic writing. Rakan, for example, claimed that:  
(Excerpt 62) 
. ﺮﻣاﺮﻘﻟا ﻊﻣ تﺎﺑﻮﻌﺻ يﺪﻨﻋ".".ﻞﻤﺠﻟا ﻲﻧﺎﻌﻣ ﻦﻋ ﻲﻧﻮﻟﺄﺴﯾ ﺎﻤﺋاد ﻢھ .  
“I encounter difficulties with grammar ... they [the writing center 
consultants] always ask me about the meaning of my sentences.” (Rakan, 
Interview Transcript, p. 41) 
Rakan believed that because he made grammatical mistakes in his papers, the 
writing center consultants were not able to understand his sentences. The writing center 
consultants were not able to understand his papers mainly because of his grammatical 
mistakes that he made.   
The last type of difficulties encountered by one of the participants in the current 
study in academic writing is at the organizational level (for example, IMRaD which is an 
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acronym for introduction, methods, results, and discussion). Lila, for example, pointed 
out: 
(Excerpt 63) 
 ءﺎﯿﺷا ﻦﻋ ﺚﺤﺑا ﻒﯿﻛ ﮫﻓرﺎﻋ ﺖﻨﻛﺎﻣو ﻲﻠﻋ ﺪﯾﺪﺟ ﻲﺷ ﮫﻧﻻ ﻮﯿﻓر ﺮﺸﺗﺮﺘﯿﻠﻟا ﻲﻓ ﺔﺑﻮﻌﺻ ﮫﺟاوا"
".ﺾﻌﺑ ﻊﻣ ﻢﮭﻄﺑرا رﺪﻗا ﻒﯿﻛو ﺾﻌﺑ ﻊﻣ ﮫﻠﺼﺘﻣ 
“I encounter difficulties with the literature review because it is something 
new to me and I do not know how to search for similar studies and 
compare and contrast them.” (Lila, Interview Transcript, p. 13) 
Lila’s difficulties with writing the literature review section could be attributed to 
the fact that she did not write this section earlier while she was doing her Bachelor’s 
degree. 
5.2.5 Summary  
In the previous points, I talked about some Saudi graduate students’ perceptions 
of academic writing. I showed that the participants seemed to have a simplistic 
understanding of academic writing. I also mentioned that the participants seemingly 
perceive academic writing as mainly important for academic survival. Later, I listed the 
approaches that the participants perceived to be successful for learning their academic 
writing skills, and the ones that the participants perceived to be unsuccessful. Finally, I 
showed how the participants seemed to perceive academic writing as difficult mainly at 
the formal level.    
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5.3. Saudi graduate students’ perceptions of plagiarism (RQ 2) 
Regarding the participants’ perceptions of plagiarism, the major issues that came 
up from my analysis of the interview are: the agents behind raising plagiarism awareness, 
and importance of knowledge about plagiarism for academic survival.  
5.3.1 The agents behind raising awareness of plagiarism 
According to the interviewees, learning about plagiarism came from two different 
agents. The first agent was self-learning. Nader said: 
(Excerpt 64) 
. ﺔﯾدﻮﻌﺴﻟا ﻲﻓ ﺎﻧأو ﮫﻨﻋ ﺖﻌﻤﺳ".ﺠﯿﻠﺒﻟا ﺐﺒﺴﺑ اﺪﻧﻻﻮھ ﻲﻓ ﮫﻌﻣﺎﺠﻟا ﻦﻣ هودﺮط ﺐﺣﺎﺻ ﻲﻟ .".مﺰﯾﺮ  
“I heard about it [plagiarism] when I was in Saudi Arabia ... I have a 
friend who was expelled from university in Netherlands because of 
plagiarism.” (Nader, Interview Transcript, p. 10) 
In other words, a critical incident raised his awareness of plagiarism. As a result, 
he took the initiative to learn about plagiarism, turning himself into an agent for raising 
his awareness of plagiarism.  
The second agent mentioned by the participants was through professors and 
teachers, as can be seen in Excerpts 65 and 66. 
(Excerpt 65) 
ﺎﻨھ ﺖﯿﺟ ﺎﻤﻟ سﻮﯾرﻮﻟﺎﻜﺒﻟا ﻲﻓ ﮫﻨﻋ ﺖﻓﺮﻋ" ..ﻞﺼﻔﻨﻧ ﻦﻜﻤﻣ ﮫﻧا ﺎﻨﻟ اﻮﻟﺎﻗ ﻢھ .."  
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“I knew about it [plagiarism] during my first semester here [in the U.S.] 
… they [professors] told us [students] that we might be expelled [for 
plagiarizing].” (Mohammad, Interview Transcript, p. 28) 
Mohammad claimed that because he was warned by his professors about 
plagiarism when he started his Bachelor’s degree in the United States, he became aware 
of it for the first time, making his professors an agent for increasing students’ awareness 
of plagiarism.  
Reem also claimed that she: 
(Excerpt 66) 
".ﺪﮭﻌﻤﻟا ﻲﻓ ﺎﻨھ ﺖﯿﺟ ﺎﻤﻟ ﮫﺘﻤﻠﻌﺗ"  
“Learned about it [plagiarism] when [she] came here [U.S.] in the ELI 
[English language institute].” (Reem, Interview Transcript, p. 4) 
Unlike Mohammad who learned about plagiarism from his professors 
when he started his Bachelor’s degree despite the fact that he studied at an ELI for 
more than 6 months, Reem learned about plagiarism from her teachers at an ELI. 
Mohammad’s and Reem’s cases highlight the importance of not having high 
expectations about what students learned in the ELIs to prepare them for 
universities in the United States as some ELIs teach about plagiarism (in Reem’s 
case) while others do not (in Mohammad’s case).       
As noted above, the participants mentioned that they learned about 
plagiarism from two different agents. The first one was self-learning, and the 
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second one was through their professors and teachers. I also asked the participants 
about the agents that they believed should be responsible for increasing students’ 
awareness in general about plagiarism. The participants’ answers varied. Turki, 
for example, was the only student who expressed the opinion that students, 
professors, and the university (through flyers and workshops) share equal 
responsibility in dealing with plagiarism. He believed that they should work 
together to spread knowledge about preventing plagiarism since the negative 
effects that result from an incidence of plagiarism affect all, as can be seen in the 
following excerpt. 
(Excerpt 67) 
"ﮫﺴﻔﻧ ﺐﻟﺎﻄﻟا ﻰﺘﺣو ةﺮﺗﺎﻛﺪﻟاو ﺔﻌﻣﺎﺠﻟا ﮫﻨﻣ نوﺮﺛﺄﺘﯾ حار ﻢﮭﻠﻛ ﮫﻧﻷ ...".  
“[Increasing the students’ awareness about plagiarism] is the responsibility 
of the university, professors, and the student himself … because they will 
be all affected.”  (Turki, Interview Transcript, p. 40) 
  Lila, Nader, and Reem considered student as the main player in the 
awareness-raising process. Nader, for example, said: 
(Excerpt 68) 
".ﮫﺴﻔﻧ ﺐﻟﺎﻄﻟا ﺔﯿﻟﻮﺌﺴﻣ ﻲھ ﺔﯿﺳﺎﺳﻷا ﺔﯿﻟﻮﺌﺴﻤﻟا" 
“The main responsibility [to be aware of plagiarism] lies in the student 
himself.”  (Nader, Interview Transcript, p. 10) 
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The majority of the participants (Adel, Rakan, Huda, Maram, Mohammad, 
and Tala) indicated that the professor should take the main role in teaching 
students about plagiarism. Tala, for example, says that the responsibility of 
awareness of plagiarism should be on: 
(Excerpt 69)  
. رﻮﺘﻛﺪﻟا".".ﺎﮭﻠﮭﺠﯾ ﺔﺟﺎﺣ ﻦﻋ أﺮﻘﯾ ﻒﯿﻜﻓ ﮫﯿﻓ ﻞھﺎﺟ ﺐﻟﺎﻄﻟا ﮫﻧأ ﻢﻜﺤﺑ .  
“The professor ... because a student can’t be expected to read about 
plagiarism if he/she has never heard of it.” (Tala, Interview Transcript, p. 
56) 
Both Deema and Sami indicated that only the university should be in 
charge for helping students to be aware of plagiarism. Deema, for example, said: 
(Excerpt 70) 
. ﺔﻌﻣﺎﺠﻟا ﺔﯿﻟوﺆﺴﻣ".. ﮫﻨﻋ ﻢﻠﻜﺘﯾو ﻞﺧﺪﯾ رﻮﺘﻛد ﻞﻛ ﺐﻌﺻ ..حار . ".سﻼﻜﻟا ﺖﻗو ﻦﻣ ﺬﺧﺎﯾ  
“It’s the university’s responsibility ... it’s difficult for professors to come 
and talk about plagiarism ... because it’ll take class time.” (Deema, 
Interview Transcript, p. 24) 
By university, Deema meant distributing flyers and offering workshops 
about plagiarism.  
One of the participants suggested an off-campus source could be 
responsible for teaching students about plagiarism. Huda indicated that parents 
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should take a role, as well, in teaching their children about plagiarism. She 
pointed out that: 
(Excerpt 71) 
".رﺎﻐﺻ ﺎﻨﻛ ﺎﻤﻟ ﮫﻨﻋ ﺎﻨﻟ اﻮﻟﺎﻗﺎﻣ ﻲﻠھأ" 
“My parents didn’t tell us anything about it [plagiarism] when we were 
growing up.” (Huda, Interview Transcript, p. 35) 
Huda, possibly, wanted to say that learning about plagiarism starts from 
home and it was not limited to schools, universities, professors, or teachers.  
5.3.2 The importance of the knowledge of plagiarism for academic survival 
The participants were asked about different issues related to plagiarism. The most 
important issues they brought up as important were: causes of plagiarism, strategies for 
avoiding plagiarism, and the consequences of the lack of concern about plagiarism 
guidelines. 
5.3.2.1. The causes of plagiarism 
Several causes for plagiarism have been offered by the participants. These causes 
can be categorized into two groups. The first group includes the causes directly related to 
an individual student’s behavior or motivation. The second group cited reasons for 
plagiarism that are related to the role professors play.   
The first group of causes that are directly related to an individual student’s 
behavior or motivation can be divided into two categories: intentional and unintentional 
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causes. The intentional reasons for engaging in plagiarism include: laziness coupled with 
the lack of motivation to study, the desire for good grades, the lack of confidence in 
writing skills, wanting to submit a perfect paper, poor time management skills, 
entertainment activities that take precedence over studying, and the desire to complete 
their degree quickly as soon as possible by overloading their schedule and not having 
enough time to do the required work for each class. Huda, for example, pointed out that: 
(Excerpt 72) 
" ﺪﺣأ. ﺔﯿﻟﺎﺜﻣ ﺔﺑﺎﺟإ نﻮﺒﺘﻜﯾ اﻮﻐﺒﯾ بﻼﻄﻟا ﮫﻧا مﺰﯾﺮﺠﯿﻠﺒﻟا بﺎﺒﺳأ.ﻖﺛاو ﻮﻣ ﮫﻧا ﻢﻜﺤﺑو .  تارﺎﮭﻣ ﻲﻓ
مﺰﯾﺮﺠﯿﻠﺑ يﻮﺴﯾ ﻮﮭﻓ هﺪﻨﻋ ﮫﺑﺎﺘﻜﻟا".  
“One of the reasons for plagiarism is that students want to write a perfect 
answer in the academic paper ... and because he is not confident in his 
writing skills, he plagiarizes.” (Huda, Interview Transcript, p. 35) 
Because students seek to achieve better grades in their academic papers they try to 
plagiarize since they do not have confidence in their writing skills. This excerpt may also 
indicate that some students might not be aware of the consequences of plagiarism 
because they are taking the risk of failing in the course.  
The unintentional causes for students to plagiarize the work of others include: the 
lack of familiarity with or knowledge about what constitutes plagiarism, forgetting to cite 
the reference, and not being aware that plagiarism is a form of academic dishonesty.  
Maram, for example, claimed that: 
(Excerpt 73) 
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". ﺪﺼﻗ ﺮﯿﻏ ﻦﻣ مﺰﯾﺮﺠﯿﻠﺑ وﻮﺴﯾ بﻼﻄﻟا ﺾﻌﺑ.ﻟا ﺔﺑﺎﺘﻛ نﻮﺴﻨﯾ ﺔﺑﺎﺘﻜﻟا ﻲﻓ ﻦﯿﻘﻤﻌﺘﻣ ﻢﮭﻧﻷ .رﺪﺼﻤ".  
“Sometimes students plagiarize with no intention to do that … because 
they are working so hard in their papers, they forgot to cite.” (Maram, 
Interview Transcript, p. 47) 
Both Maram and Dawson (2004) claim that because students often focus on the 
content of a paper while writing their academic papers, they forget to cite their sources.   
The participants also blame the behavior of some professors as a reason why 
some students plagiarize. According to some of the participants, when professors do not 
check for plagiarism on students’ academic papers, students have the impression that 
these professors do not care about academic dishonesty because they accept plagiarized 
work. Turki, for example, said: 
(Excerpt 74) 
"مﺰﯾﺮﺠﯿﻠﺑ يﻮﺴﺗ ﻚﻧﻮﻠﺨﯾ ةﺮﺗﺎﻛﺪﻟا ﺾﻌﺑ ﻓ ... مﺰﯾﺮﺠﯿﻠﺒﻟا ﻰﻠﻋ نﻮﻜﯿﺸﯾﺎﻣ ﻢﮭﻧﻷ ... ﻲﻠﺨﯾ اﺬﮭ
اﺬﻛ نوﻮﺴﯾ ﮫﻧا ﻲﻛوا ﮫﻧا اوﺮﻜﻔﯾ بﻼﻄﻟا".  
“Some professors make you plagiarize … they [professors] do not check 
for plagiarism … which makes students think that it is ok to do that.” 
(Turki, Interview Transcript, p. 40) 
Although Turki and the students in Razera’s study (2011) blame some professors 
for making students plagiarize, they were looking at professors from different angles. 
Turki, for example, was saying that some professors do not check for plagiarism in their 
students’ assignments. Students in Razera’s study (2011), on the other hand, were saying 
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that some professors ask their students to do the same assignment every time the course is 
given which made some students copy their friends’ assignments who already took that 
course.  
5.3.2.2. The reported strategies for avoiding plagiarism 
Most of the participants pointed out that they use several methods to avoid 
plagiarism. The first method was replacing words (lexical level). Maram, for example, 
said: 
(Excerpt 75) 
تﺎﻤﻠﻜﻟا ﺮﯿﻏأ لوﺎﺣأ" ﺔﮭﺑﺎﺸﻣ تﺎﻤﻠﻛ مﺪﺨﺘﺳا ...".  
“[To avoid plagiarism] I try to change words … I use synonyms.” 
(Maram, Interview Transcript, p. 47)        
Maram’s method to avoid plagiarism was only to replace words with synonyms. 
She believed that replacing words, and not the structure of the sentence, would make her 
safe from the accusation of plagiarism. Such method might indicate that Maram did not 
have a complete understanding of plagiarism or the strategies to avoid it since replacing 
words only is not a guaranteed method to avoid plagiarism.     
The other method reported by the participants was paraphrasing (at the syntactic 
level). Tala claimed that: 
(Excerpt 76) 
ﺰﯾﺮﻓرﺎﺑ يﻮﺳأ" ﺔﻠﻤﺠﻟا ﺮﺸﻛﺮﺘﺳ ﺮﯿﻏأ لوﺎﺣأ ...".  
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“[To avoid plagiarism] I paraphrase… I try to change the structure of the 
sentence.” (Tala, Interview Transcript, p. 55) 
Different from Maram, Tala talked about paraphrasing as a method to help her 
avoid plagiarism. In other words, she claimed that she tries to rewrite the sentence that 
she wants to use. However, this method is not always guaranteed because professors 
disagree on when paraphrasing becomes plagiarism (Roig, 2001). For example, asking 
faculty members to decide if six rewritten versions of a specific paragraph from an article 
were considered plagiarism or not, Roig (2001) found that the professors could not reach 
a final conclusion about the versions.   
Another method mentioned by the participants to avoid plagiarism was consulting 
human sources (for example, their professors). Turki, for example, said: 
(Excerpt 77) 
حار ﺔﻣﻮﻠﻌﻣ ﻲﻓ ﺖﯿﻜﺷ اذإ" و ﺎﮭﻨﻣ ﺪﻛﺄﺗأ لوﺎﺣأ ".رﻮﺘﻛﺪﻟا لﺄﺳأ  
 “If I have any doubt about any information, I have to make sure about it 
by asking my professors.” (Turki, Interview Transcript, p. 40) 
Turki claims that if he was ever uncertain about whether certain information was 
public knowledge or if he should write a reference for that information, he would ask one 
of his professors, so, if needed, his professors would provide him with the source of that 
information.   
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The last method for avoiding plagiarism was seeking the help of technological 
resources (for example, plagiarism detecting software). Rakan, for example, indicated 
that:  
(Excerpt 78) 
" نﺎﻤﻛو ... ﺰﯾﺮﻓرﺎﺑ يﻮﺳامﺰﯾﺮﺠﯿﻠﺑ ﺎﮭﯿﻓ ﻲﻠﻟا ﻞﻤﺠﻟا ﻒﺸﻜﯾ ﺞﻣﺎﻧﺮﺑ ﺖﯾﺮﺷ ﺑ ﻲﻨﻌﯾ ... ﺎﻣ ﺪﻌ
ﺰﯾﺮﺠﯿﻠﺑ ﺎﮭﯿﻓ ﻲﻠﻟا ﻞﻤﺠﻟا ... مﺰﯾﺮﺠﯿﻠﺒﻟا ﻰﻠﻋ ﻚﯿﺷا حار زﺮﺒﯿﺒﻟا ﺔﺑﺎﺘﻛ ﺺﻠﺧأحار م  ﺔﻠﻠﻈﻣ نﻮﻜﺗ
ﺎھﺮﯿﻏا رﺪﻗا نﺎﺸﻠﻋ".  
“I paraphrase … I also bought a program that can detect the plagiarized 
sentences ... so after I am writing my papers, I would check it for 
plagiarism … the plagiarized sentences would be highlighted so I can 
change them.” (Rakan, Interview Transcript, p. 43) 
Rakan used technology to avoid plagiarism. The program he is using allowed him 
to see if he was able to avoid plagiarism or not by highlighting the plagiarized sentences. 
In case he has plagiarized sentences, he would change them before submitting the papers 
to his professors. Using such method suggests that Rakan was really afraid of plagiarism 
and/or that he did not trust his paraphrasing abilities. The reason for such a claim is that 
he was the only participant who mentioned that he used a technology-based method to 
avoid plagiarism after finishing writing his assignments.  
5.3.2.3. The consequences of the lack of concern about guidelines for preventing 
plagiarism  
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Some of the participants reported that plagiarizing affects the plagiarizer 
him/herself. The person who plagiarizes, according to the participants, would lack 
subject-matter knowledge, as can be seen in Excerpt 79. 
(Excerpt 79) 
"ا ﻲﻨﻌﯾ زﺮﺒﯿﺒﻟا ﻲﻓ مﺰﯾﺮﺠﯿﻠﺑ يﻮﺴﺗ ﺎﻤﻟﻠﻋ ﻞﺼﺤﺗ نﺎﺸﻠﻋ ﻦﯾﺮﺧﻻا ﻰﻠﻋ ﺪﻤﺘﻌﺗ ﺖﻧ تﺎﻣﻮﻠﻌﻤﻟا ﻰ
 ... ﻚﺜﺤﺒﻟ".ﻚﺼﺼﺨﺗ ﻲﻓ ﻲﻠﻟا تﺎﻣﻮﻠﻌﻤﻟا ﻦﻣ تﺪﻔﺘﺳﺎﻣ نﻮﻜﺗ ﻚﺘﺳارد ﻦﻣ ﺺﻠﺨﺗ ﺎﻤﻟ  
“When you plagiarize in your papers, you are relying on other people to 
get you information for your papers … so when you get your degree, you 
wouldn’t have much knowledge about your major.” (Turki, Interview 
Transcript, p. 40) 
Turki claimed that plagiarizing would allow students to graduate while still 
lacking subject-matter knowledge. In this excerpt, Turki was probably talking about the 
negative effects of plagiarism on the prospective jobs of those who plagiarize (for 
example, because those who plagiarized lack knowledge, would they be hired or not?, If 
they were hired, would they succeed or not?).  
In addition, some of the participants claimed that plagiarizing would affect other 
people. The participants said that those who did not plagiarize might receive lower grades 
than those who plagiarized, which could be unfair to the students who follow the rules. 
Deema pointed out that: 
(Excerpt 80) 
".ﻰﻠﻋأ تﺎﺟرد ﺬﺧﺎﯾ ﻦﻜﻤﻣ مﺰﯾﺮﺠﯿﻠﺑ ىﻮﺳ ﻲﻠﻟﺎﻓ ﻢﻠظ نﻮﻜﯾ حار" 
177 
 
“It is unfair because those who plagiarized might receive better grades.” 
(Deema, Interview Transcript, p. 24) 
The participants also indicated that plagiarizing would lead to the lack of 
contribution to the scientific fields that the plagiarizers are a part of. Maram, for example, 
said: 
(Excerpt 81) 
".ةﺪﯾﺪﺟ ﺔﺟﺎﺣ ﺐﯿﺟأو ﺚﺤﺑأ حارﺎﻣ حﻮﻤﺴﻣ نﺎﻛ ﻮﻟ" 
“If it [plagiarism] is allowed, I would not go and do research to come up 
with something new.” (Maram, Interview Transcript, p. 47) 
5.3.3 Summary 
In this section, I talked about how the participants became aware of plagiarism. 
The participants mentioned that learning about plagiarism came from two agents: self-
learning and through professors and teachers.  Asking the participants about the agents 
that they thought should be responsible for increasing students’ awareness in general 
about plagiarism, their answers were: professors, the university (through flyers and 
workshops), students themselves, and parents. 
The participants also highlighted some of the causes that make students 
plagiarize. Some of the causes were related to students and others were related to 
professors. I also referred to the strategies the participants perceived as helpful for 
avoiding plagiarism. Those strategies were: replacing words (lexical level), paraphrasing 
178 
 
(syntactic level), consulting human sources (for example, their professors), and seeking 
the help of technological resources (for example, plagiarism detecting software).  
Finally, I pointed out the consequences of the lack of concern about guidelines for 
preventing plagiarism as perceived by the participants. Some of the participants 
mentioned that the person who plagiarizes would lack subject-matter knowledge. Some 
of them talked about the negative effects of plagiarism on those who did not plagiarize. 
Some participants claimed that those who did not plagiarize might receive lower grades 
than those who plagiarized, which could be unfair to the people who follow the rules.  
5.4.  The sources of such perceptions (RQ 3) 
In the present study, I aimed to explore what might be the sources of some Saudi 
graduate students’ perceptions of English academic writing. Listening to the participants’ 
interviews multiple times and reading the interview transcripts recursively enabled me to 
identify several possible sources for their perceptions and misconceptions. These sources 
include the perceived effects of the participants’ professors, of their fields of 
study/occupations, of their peers, and of the Saudi culture. I will discuss these four 
themes one by one below.  
5.4.1 The perceived effects of the participants’ professors on their perceptions of 
academic writing  
Several participants talked about the effects of their professors on their 
perceptions of academic writing in several situations. Mohammad, a Ph.D. student in 
Mechanical Engineering, for example, stated that: 
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(Excerpt 82) 
. ﺮﺘﻨﺳ ﻖﻨﺘﯾاﺮﻠﻟ حورأ ﺎﻧأ". ﮫﻧأ ﻰﻐﺑأ ﻲﻧﻷ .كﺎﻨھ حورأ ﻲﻧأ يرﻮﺘﻛﺪﻟ ﻞﺻﻮﯾ  ﺔﺟرد ﻞﺼﺣأو
ﺔﺴﯾﻮﻛ."  
“I go to the writing center ... because I want my professor to know that I 
was there and then get a better grade.” (Mohammad, Interview Transcript, 
p. 26) 
Mohammad believed that going to the writing center would enable him to get a 
better grade on his academic papers. Mohammad’s claim for having better grades was not 
because he believed that the writing center would help him with his papers but because 
the instructors at the writing center would inform his professors that he was a client and 
this would affect his grades positively. As we can see here, the professor, by requiring 
students to go to the writing center, which may be a good suggestion, had indirectly 
affected the students’ perceptions of the role of the writing center and the potential 
benefits of the writing center to him as an academic writer. The writing center should 
have been a place where he could have improved his academic writing skills. Instead, it 
has become a place where he could gun the system to obtain a higher grade.    
Another participant, Rakan, a Master’s student in Hospitality Administration, was 
directed to go to the writing center because his professor wanted to focus on the content 
of the paper and not to be distracted by the need to correct the grammatical mistakes in 
every sentence, as we can see in Excerpt 83.  
(Excerpt 83) 
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   .. ﻲﮭﺟو ﻲﻓ رﻮﺘﻛﺪﻟا هﺎﻣر ﮫﺘﯾﻮﺳ ﺐﺟاو لوأ" .ﻐﺑأ ﺎﻧأ لﺎﻗو ﻚﻟ ﺢﺤﺻأ ﻮﻣ تﺎﻣﻮﻠﻌﻣ أﺮﻗأ ﻰ
ﺮﻣاﺮﻗ."  
“The first term paper I wrote was thrown at my face by my professor ... he 
said: I want to focus on the content of the paper not to teach you 
grammar.” (Rakan, Interview Transcript, p.42) 
Since that incident, Rakan started perceiving his weak grasp of grammar as a 
major difficulty in writing a paper. Therefore, he would have any academic paper he 
wrote proofread before submitting it to make sure that it did not have any grammatical 
errors. He felt strongly that grammar instruction should be a component of an academic 
writing course and that writing teachers should correct grammatical errors when reading 
their students’ papers. His professor’s comment seemed to have created a tunnel vision 
for Rakan, making Rakan limit his perception of successful academic writing skills to 
only the ability to write a term paper that is free of grammatical errors.    
Huda, a Master’s student in finance, perceived non-academic writing as easier 
than academic writing. She believed that, with non-academic writing, the writer is not 
trying to please the reader, contrary to academic writing where students are motivated to 
satisfy their professors. Such a perception came as a result of one of her professor’s 
comments when she was asked to write about the differences between a city and a 
village. Below is a short excerpt of what she wrote for that assignment: 
 (Excerpt 84) 
[ﺖﻨﻤﺳا ﻦﻣ ﺔﯿﻨﺒﻤﻟا ﻲﻧﺎﺒﻤﻟا ﺪﺼﻗأ ] ءادﻮﺳ ﮫﺴﺑﻻ ﺎﻤﺋاد ، داﺪﺣ ةﺮﺘﻓ ﻲﻓ ةأﺮﻣا ﻲھ ﺔﻨﯾﺪﻤﻟا "  ﺎﮭﺑﺪﻟ ..
ﻌﺳ ةأﺮﻣا ﻲھ ﺔﯾﺮﻘﻟاو .. [ﻊﻧﺎﺼﻤﻟا ﻦﻣ ﺪﻋﺎﺼﺘﻤﻟا نﺎﺧﺪﻟا ﻰﻟا ةرﺎﺷإ] ﻦﯿﺧﺪﺘﻟا ﻲھو ﺔﺌﯿﺳ ةدﺎﻋ ةﺪﯿ
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".ناﻮﻟﻷﺎﺑ ﺔﺸﻛرﺰﻣ ﺲﺑﻼﻣ يﺪﺗﺮﺗ 
“The city is like a woman in grief, always wearing black [a reference to 
the tall buildings that are built of cement] ... with bad habit which is 
smoking [fumes from factories] ... while a village is like a happy woman 
wearing colorful clothes.” (Huda, Interview Transcript, p.31) 
Because her professor in her Bachelor’s degree program told her that her writing 
assignment was not satisfactory because academic assignments were not written in that 
way, Huda stated that she lost her confidence in her ability to master writing skills.  As a 
result, she started to prefer to collaborate with classmates in her Business Administration 
courses (she majored in Finance for her Master’s degree). In such collaborative efforts, 
she could focus on numbers, while other members of the group could be responsible for 
the writing process for the projects they were working on.  
Unlike the students in Kuhi et al.’s study (2014) and in Sato and Matsushima’ 
study (2006) whose students spent more time in planning and adding more sentences 
when they started thinking of the audience, Huda stopped practicing writing because she 
thought the audience (her professors) were difficult to please.   
Whether the professors are native speakers of English or not seems to have played 
a major role in influencing Adel’s perception of academic writing. He explained that: 
 (Excerpt 85) 
ﻲﻠﺜﻣ ﻞﻤﺠﻟا ﻲﻓ ﺄﻄﺨﯾ ﻮﮭﻓ ﻲﺒﻨﺟأ ﻲﻓﺮﺸﻣ ﮫﻧﻷ"...   ثﺪﺤﺘﻣ ﻲﻓﺮﺸﻣ ﻮﻟ ﻦﻜﻟ !؟ﻲﺜﺤﺑ لﺪﻋأ ﺶﯿﻠﻓ
".ﺮﺜﻛأ ﺰﻛرأ حار ﻲﻠﺻأ  
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“Because my advisor is a non-native speaker of English, he makes 
mistakes in the sentences just like me ... so why should I care about 
improving my term paper?! But if my advisor is a native speaker of 
English, I will pay more attention.”  (Adel, Interview Transcript, p.49) 
Adel’s case is different from the above cases in that his professor did not actively 
cause Adel to form any specific opinions about academic writing. He was not told the 
wrong information about academic writing, such as going to the writing center to clean 
up his grammar only. Instead, his professor had caused Adel to develop a certain 
perception of academic writing by virtue of his status as a nonnative speaker of English. 
At the same time, we can see several misconceptions in the way Adel perceived the 
importance of academic writing. The first one is that Adel assumes that because his 
advisor is a non-native speaker of English, he (his advisor) would not be able to identify 
the grammatical mistakes he makes. The second misconception is that the native speakers 
of English do not make grammatical mistakes. The third misconception is, similar to 
Rakan, Adel limits academic writing skills to be able to write academic sentences that 
lack any grammatical mistakes.  
Rakan defined academic writing as not using pronoun ‘I’ in his academic papers. 
He claimed that he was told that information by one of his professors. Since one of the 
signs that show the use of voice in writing is the use of the ‘I’ (Hyland, 2001; Ivanic & 
Camps, 2001; Shen, 1989; Tang & John, 1999; Wu & Rubin, 2000), probably that is what 
made Rakan not talk about the importance of voice while writing his term papers.  
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5.4.2 The perceived effects of the participants’ fields of study/occupations on their 
perceptions of academic writing and of plagiarism 
I also noticed how the participants commented on the influence of their majors or 
fields of study on their perceptions of their academic writing skills in several cases. 
Previously, we have seen how Huda retreated into her major in business administration so 
that she could defer the writing tasks to her teammates. The interview transcripts 
contained additional examples of students proclaiming that their majors or fields of study 
had an influence on their perceptions of academic writing. For example, when I asked 
Turki, who majors in Industrial Engineering, about his own ways to improve his 
academic writing skills, he pointed out that: 
 (Excerpt 86) 
. ﺪﻋﺎﺴﯾﺎﻣ ﻲﺼﺼﺨﺗ".. . تﺎﻣﻮﺳرو مﺎﻗرأ ﻊﻣ ﻞﻣﺎﻌﺗأ ﺎﻤﺋاد.. تﺎﯿﺿﺎﯾﺮﻟا ﻰﻠﻋ ﺪﻤﺘﻌﯿﻓ ...  ﻦﻣ ﻲﻨﻌﯾ
ﻤﻟاو سﻮﯾرﻮﻟﺎﻜﺒﻟا ﺖﺳرد مﻮﯾ ﻦﺷﺰﺒﻣﻮﻛ ﻲﻓ ﻻا ﺔﺟﺎﺣ ﺖﺒﺘﻛﺎﻣ ﺪﻘﺘﻋأ  ﺮﯿﺘﺴﺟﺎ1 و 2  ﻲﻗﺎﺒﻟاو
تﻻدﺎﻌﻣ."  
“My major does not help [to practice academic writing and to improve his 
academic writing skills] … I always deal with numbers and graphs … it is 
mainly mathematics … since I was doing my Bachelor and Master’s 
degrees, I only wrote academic papers that are composed of texts in 
Composition 1 and 2 courses.” (Turki, Interview Transcript, p.37)   
Because he believed that his major necessitated that he used numbers and graphs, 
rather than words, in his assignments, Turki did not seem to believe that he had any 
chance to practice some academic writing skills (for example, using references correctly, 
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adopting the proper style of writing, or targeting the needs of one’s audience). Although 
Turki’s major did not help him improve his academic writing skills as he claimed, he did 
not search for other opportunities to improve such skills, as I noticed from the interview.  
Adel also said that because almost all of his assignments in his major, Computer 
Science, were written in programming languages, English was not relevant to him, as can 
be seen in Excerpt 87. 
(Excerpt 87) 
".دوﺰﻟا كاذ ﻮﻣ ﺎﻧﺪﻨﻋ يﺰﯿﻠﺠﻧﻻﺎﻓ ﺔﺠﻣﺮﺑ تﺎﻐﻟ هﺮﺜﻛا ﺎﻨﻤﺴﻗ نا ﻢﻜﺤﺑو" 
“Since [assignments] in our major [Computer Science] are written in 
programming languages, English is not important to us [students].” (Adel, 
Interview Transcript, p.49) 
Although Adel used English words while using programing languages in his 
assignments, he was referring to academic writing skills when he used the word ‘English’ 
in the Excerpt. 
Excerpt 88 shows that Adel also perceived plagiarism as not important since 
answers for the professors’ questions in his major can be found in the Internet as open 
sources.  
(Excerpt 88) 
د ﻖﯿﺑ ﻮﻣ مﺰﯾﺮﺠﯿﻠﺒﻟا " رﺪﺼﻤﻛ ﺖﻨﻟا ﻲﻓ هدﻮﺟﻮﻣ ﺐﺟاﻮﻟا لﻮﻠﺣ ﺎﻤﺋاﺪﻓ ﮫﺠﻣﺮﺑ ﮫﻧا ﻢﻜﺤﺑو ﺎﻨﻤﺴﻘﺑ ﻞﯾ
". حﻮﺘﻔﻣ  
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“[Plagiarism] is not a big deal ... and because it’s programming, the 
answers are always in the internet as an open source.” (Adel, Interview 
Transcript, p.52) 
Both Adel and Nader viewed academic writing and academic papers as lengthy 
(Excerpts 89 & 90). Such perception is probably as a result of effects of their majors, 
Computer Science and Industrial Engineering, where they are required mostly to use 
programming languages, graphs, and numbers in their academic papers and not academic 
texts. Although they did not write academic texts, their use of the word “lengthy” 
probably came as a result of reading journal articles. 
(Excerpt 89) 
 اذ ﻮﺗ ﺎﮭﻧا ﻮﻣو ﺔﻠﯾﻮط ﺎﮭﻧا"".ﺖﻨﯾﻮﺑ  
“[Academic writing] is lengthy and not to the point.” (Adel, Interview 
Transcript, p.51) 
(Excerpt 90) 
 ".ﺮﯿﺧﻸﻟ ﺎﮭﺼﻠﺨﺗﺎﻣ لﺎﺑ ﻰﻠﻋ ﺮﯿﺜﻛ ﺖﻗو ﺬﺧﺎﺗ ﺔﯿﻤﻠﻌﻟا تﻻﺎﻘﻤﻟا" 
“Journal articles require so much time to finish reading them.” (Nader, 
Interview Transcript, p.7) 
Similarly, because her major is Chemistry, Tala was mostly required in her 
assignments to write using numbers and chemical formulas. Because she rarely, if ever, 
wrote academic texts in any extensive manner, she perceived academic writing to consist 
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of lengthy texts, some of which need paraphrasing and summarizing from other sources 
to make the texts long enough. When she tried to paraphrase a paragraph that she found 
in a book or in an article to write it in her dissertation, she said that she encountered 
difficulties doing that, as we can see in what she said in the interview (Excerpt 85). 
(Excerpt 91) 
.. ﺔﻠﻜﺸﻣ يﺪﻨﻋ". .. ﺰﯾﺮﻓرﺎﺑ ﮫﻟ يﻮﺳا ﻰﻐﺑاو ﻞﻣﺎﻛ فاﺮﻗارﺎﺑ يﺪﻨﻋ نﻮﻜﯾ ﺎﻤﻟ ﮫﻧا.  ﻦﻣ ﻞﻗا ﺮﯿﺼﯾ
". ﮫﺴﻔﻧ فاﺮﻗرﺎﺒﻟا  
“I have a problem ... when I have a complete paragraph and I want to 
paraphrase it ... it [the paragraph] becomes less than the original paragraph 
… not long enough.” (Tala, Interview Transcript, p. 54) 
The previous excerpt shows that Tala believed that a paraphrased paragraph 
should be as long as the original one. This belief seemed to have made her perceive the 
paraphrasing process as a difficult task in academic writing. In other words, she seemed 
to be in a dilemma: academic texts should be lengthy, but she saw herself as lacking the 
skills to make her text long enough because her paraphrases of original sources were not 
long enough. To make matters worse, her major, in her view, relied heavily on formulas 
and numbers, thus further depriving her of the opportunity to practice paraphrasing and 
making her texts long enough to meet her expectations of what academic texts should be.  
Students in some majors are required to work alone when they do their 
assignments. Not working collaboratively with other classmates, according to Adel, 
might have affected their academic writing skills negatively, as we can see in Excerpt 86.    
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(Excerpt 92) 
.. ﮫﻟﺎﺤﻟ كﺮﺘﯾو ﺖﻨﻤﯾﺎﺳﻷا ﻰﻄﻌﯾ ﮫﻧا بﻼﻄﻟا ﺾﻌﺑ ﺔﻠﻜﺸﻣ" . نوﺮﯿﺼﯾ ﺪﺣاو هﺎﻌﻣ نﺎﻛ ﻮﻟ ﻦﻜﻤﻣ
ﺔﺴﯾﻮﻛ ﺔﺑﺎﺘﻛو ﺔﺴﯾﻮﻛ رﺎﻜﻓﺄﺑ نﻮﻌﻠﻄﯾ."  
“One of the problems encountered by some students is that they are given 
the assignment and then left alone to do it ... if he had other students with 
him, he could have come up with better ideas and better paper in terms of 
the writing style.” (Adel, Interview Transcript, p. 51) 
Adel perceived working collaboratively with other classmates would make 
students come up with better ideas for their assignments. Additionally, working 
collaboratively, from Adel’s point of view, would improve the academic writing skills of 
the students. Adel was probably referring to not being able to work collaboratively with 
his classmates as one of the reasons for his weak academic writing skills. This point is 
really interesting because, earlier, Huda told me in the interview that she retreated to 
business management because she could give some of the writing tasks to her teammates 
while she worked on numbers. It seemed that the students’ perceptions of the impact of 
their majors on their writing could be very complex. Their perceptions seemed to have 
influenced their understanding of collaboration in different ways. In turn, their 
perceptions of collaboration, by virtue of how it is normally carried out in their major, 
seemed to have influenced their perceptions of how academic writing skills should be 
cultivated.  
From Excerpts 86, 87, 88, 89, 90, 91 and 92, I noticed that not being required to 
write academic texts in an extensive manner due to some majors’ emphases on using 
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codes, numbers, and graphs instead of using complete sentences and paragraphs could be 
a reason for some students to start losing some academic writing skills (for example, 
lacking coherence). They may start to lose the incentive to improve their academic 
writing as well, which might endanger their academic success (for example, not being 
able to paraphrase correctly as in the case Tala may open the students to accusation of 
plagiarism). 
Other than the students’ majors, their previous nonacademic jobs also seemed to 
have influenced their perceptions of academic writing. Several participants worked in 
various nonacademic jobs before they started their graduate studies, and we can see the 
effects of their previous jobs on their perceptions of academic writing. For example, 
having worked in a company for ten years where he had to write user manuals may have 
affected Nader’s perception of the differences between academic writing and non-
academic writing. He perceived academic writing as more difficult than non-academic 
writing because: 
 (Excerpt 93) 
اﺪﺑأ ةءاﺮﻘﻠﻟ ﺢﯾﺮﻣ ﺮﯿﻏو ﺐﯾﺮﻏ ﺎﮭﻠﻜﺷ ﮫﻧﻷ " ... .. ﻻ ﻮھ ﺲﺑ ﺢﯾﺮﻣ ﮫﻧﻮﻓﻮﺸﯾ ﻢھ ﻦﻜﻤﻣ.  نﻮﻜﯾ ﺎﻤﻟ
. ﺎھزﺮﺒﺗ لوﺎﺤﺗ ﻲﻠﻟا طﺎﻘﻨﻟا ﻰﻠﻋ ﺰﯿﻛﺮﺘﻟا ﻞﻘﯾ ﺔﻘﯾﺮﻄﻟا ﺲﻔﻨﺑ ﮫﻠﻛ بﻮﺘﻜﻣ مﻼﻜﻟا. ﻂﺨﻟا نﻮﻜﯾ ﺎﻤﻟ .
.. أﺮﻘﺗ ﻚﻧأ ﻚﺴﻤﺤﯾ ﻻو ﺐﯾﺮﻏ ﮫﻠﻜﺷ نﻮﻜﯿﻓ ﺮﻄﺴﻟا ﺔﯾﺎﮭﻧ ﻰﻟا ﻦﯿﻌﻣ ﺪﺣاو ﻢﺠﺤﺑ.  ﻮﻟ ﻞﺑﺎﻘﻤﻟا ﻲﻓ ﺎﻤﻨﯿﺑ
ﺘﺣ وأ ﻞﯾﻮﻧﺎﻣ ﻚﻟ يﻮﺳا ﻰﻐﺑا ﺖﻨﻛ ﻲﻠﻟا ﮫﻣﻮﻠﻌﻤﻟاو ﻞﮭﺳو ﺢﺿاو نﻮﻜﯾﺎھو ﻚﻟ ﮫﺒﺗرأ حار بﺎﻄﺧ ﻰ
.. ﺎﮭﺒﯿﺠﺗ ﻦﯿﻓ ﻦﻣ ﺢﺿاو ﺎﮭﯿﺒﺗ. اﺪﺑا اﺬﻛ يز ﻮﻣ ﺔﯿﻤﯾدﺎﻛﻷا ﮫﺑﺎﺘﻜﻟا ﻲﻓ ﺎﻤﻨﯿﺑ."  
“It looks strange and difficult to read ... probably the readers see it as 
comfortable but it is not ... when all the sentences are written in one way 
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... that will not allow you to focus on some points that you want the 
readers to pay attention to ... when the font size is the same for the whole 
sentences, it looks odd and does not encourage you to read ... on the other 
hand, if I want to make a user manual or write a letter I’ll arrange it [a user 
manual or a letter ] to you and it will be clear and can be easily read and 
the information you are looking for will be easy to find … while academic 
writing it is not like this at all.” (Nader, Interview Transcript, p. 6)    
Note that Nader considered academic writing difficult not because of the 
academic writing skills required to complete an academic writing task but because 
of the appearance (organization and format) of a typical academic text.  
In Excerpt 88, Nader also referred to structure as one of the differences 
between academic texts and nonacademic texts. The structure of the papers that 
are written in an academic style is complicated which, according to Nader, makes 
them boring for international students because English is not their mother tongue. 
It is even boring for Americans as well even though English is their mother 
tongue.   
 (Excerpt 94) 
" . ﻒﻠﺘﺨﯾ ﺎﮭﻘﺣ ﺮﺸﻛﺮﺘﺴﻟا... ﺮﯿﺜﻛ ﺶﻔﻄﺗ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻦﻜﻟ .. .. ﻊﻤﺘﺴﺗﺎﻣ.  نﻮﻜﺗ ﺖﻧﺄﻓ
. ءﻲﺷ ﺮﺧﺂﺑ ﻲﺠﺗ ﻦﻜﻟ ﺞﺋﺎﺘﻨﻠﻟ ﺲﻤﺤﺘﻣ.. .. ةءاﺮﻘﻠﻟ ﻚﺴﻤﺤﺗﺎﻣ ﺔﯿﻤﻠﻌﻟا تﻻﺎﻘﻤﻟا . ﺮﯿﺜﻛ ﺖﻗو ﺬﺧﺎﺗو
.. ﺮﯿﺧﻸﻟ ﺎﮭﺼﻠﺨﺗﺎﻣ  لﺎﺑ ﻰﻠﻋ. .. ﺐﻧﺎﺟأ ﺎﻨﻧا ﻢﻜﺤﺑ ﺰﺟﺎﺣ اﺬھ نﻮﻜﯾ ﺪﻗو.  ﺎﻨﺘﻐﻟ ﻮﻣ ﺔﯾﺰﯿﻠﺠﻧﻻا ﺔﻐﻠﻟﺎﻓ
. مﻷا... ﺔﺒﻌﺻ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﮫﻧا ﺲﺣأ ﻦﻜﻟ .. ا ﻲﻜﯾﺮﻣﻷا ﻰﺘﺣو ﺎﮭﺘﺋاﺮﻘﺑ ﻊﺘﻤﺘﺴﯾ حارﺎﻣ يدﺎﻌﻟ
..".اﺪﺑأ ﻊﺘﻤﻣ ﻮﻣ ﻲﻠﻟا ﺔﺑﺎﺘﻜﻟا ﻦﻣ عﻮﻨﻟا اﺬھ يﻮﺴﺗ لوﺎﺤﺗ ﻚﻨﻜﻟ .  
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“Its [academic writing’s] structure is different [from non-academic 
writing] ... but academic writing is boring ... you don’t enjoy [reading it] 
… so you are eager to read the results [in a journal article] but they 
[results] come at the end ... may be because we are nonnative speakers of 
English … English is not our mother tongue ... but I believe that academic 
writing is difficult ... even the American guy [as a native speaker of 
English] would not enjoy reading ... but you have to do this kind of 
writing which is not enjoyable at all.” (Nader, Interview Transcript, p. 7) 
He also claimed that academic writing is lengthy which makes the article 
boring to be read. These three features, font style and a uniformed look of the text 
(Excerpt 93), complicated structure (Excerpt 94), and lengthiness (Excerpt 94) 
seemed to be different from what Nader used to do in writing user manuals 
(which require simple sentences and short paragraphs) at his nonacademic job 
prior to pursuing his Master’s degree. Therefore, his experience in writing users 
manuals seemed to have affected his perceptions regarding the features of 
academic writing, leading him to paint academic writing in a negative light.     
Apart from prior nonacademic jobs, future prospective jobs of the students also 
seemed to have influenced some participants’ perceptions regarding academic writing. As 
can be seen in Excerpt 89, Lila pointed out that some students perceive academic writing 
as something that they were not compelled or required to learn. These students, according 
to Lila, claimed that academic writing would not be needed in their prospective jobs. 
Those students might be looking at academic writing as a means to get their degrees only 
and not as a skill that could be used outside the academic life.  
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 (Excerpt 95) 
"  ﻲﻓ ﻢﺘھا ﺶﯿﻠﻓ ىﺮﺧا ءﺎﯿﺷا ﻲﺼﺼﺨﺗ ﻦﻜﻟ ﺔﺑﺎﺘﻜﻟا ﻮھ ﻲﻠﻟا ﻲﺼﺼﺨﺗ ﻮﻣ اﺬھ ﮫﻧا نﻮﻟﻮﻘﯾ ﻢھو
..  ﺔﺑﺎﺘﻜﻟا.  ﻢھﺪﯿﻔﯾ حارﺎﻣ ءﻲﺸﻟا اﺬھ ﮫﻧا ﻦﯿﻔﯾﺎﺷو...  نﻮﻤﺘﮭﯾ ﺶﯿﻠﻓ ﻢﮭﺘﻔﯿظو ﻲﻓ نﻮﺒﺘﻜﯾ حارﺎﻣ ﻲﻨﻌﯾ
". ﮫﯿﻓ  
“They [students] say that writing is not their majors, we are majoring in 
something else so why do we care about writing ... they think that it 
[writing] is not going to be beneficial to them ... they would not write in 
their jobs so why do they care about it [plagiarism].” (Lila, Interview 
Transcript, p. 13 & 16)  
           In sum, the excerpts in this section have shown us how students’ majors, 
their work history, and their perceptions of their future jobs all seem to be the 
sources that have influenced the students’ perceptions of academic writing.  
5.4.3 The perceived effects of participants’ peers on their perceptions of academic 
writing and of plagiarism 
The effects of the participants’ classmates and friends on their perceptions of 
academic writing and of plagiarism can be seen in several cases. Deema and Huda, for 
example, noticed that their classmates wrote more than they did. They concluded that 
academic papers should be lengthy. Deema, for example, said: 
(Excerpt 96) 
. ﺔﻠﻜﺸﻣ يﺪﻨﻋ ﮫﻧا ﺲﺣأ"... ﺮﯿﺜﻛ ﺐﺘﻛأ ﺎﻣ ﻲﻧا . . نﻮﺒﺘﻜﯾ يﺎﻌﻣ ﻲﻠﻟا ﺲﺘﯿﻤﺳﻼﻜﻟا ﮫﻧا فﻮﺷأ ﻲﻧﻷ
 ﻲﻨﻣ ﺮﺜﻛأ".  
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“I think I have a problem ... I do not write much [in the term papers] ... 
because I can see that my classmates write more than I do” (Deema, 
Interview Transcript, p. 21)  
Huda pointed out: 
(Excerpt 97) 
" . ﮫﺑﺎﺘﻜﻟا ﻰﻠﻋ ةرﺪﻘﻟا ﻢھﺪﻨﻋ ﻲﻟﻮﺣ ﻲﻠﻟا ﺲﺣا.فﻮﺷﺄﻓ . ﻓ يﻮﺷ ﺎﻧاو ﺮﯿﺜﻛ ﺐﺘﻜﯾ يﺮﯿﻏ ﮫﻧا ﺲﺣﺄ
".ﻲﻨﻌﯾ ﻲﻨﻣ ﻞﻀﻓا 
“I think those around me are better than me in writing ... I see others write 
more [than me] and I write less [than them] so I think they are better than 
me.” (Huda, Interview Transcript, p.32) 
Although Deema mentioned during the interview that she received better grades 
than her classmates did, she did believe that writing lengthy papers was something 
necessary in academia because not being able to do that is considered a problem from her 
point of view.    
Friends and classmates also seem to have influenced the participants’ perceptions 
of plagiarism. Because his friend was expelled for having plagiarized material in a paper, 
Nader felt that students should be better informed about the consequences of academic 
dishonesty.  The friend explained to Nader that he was unaware of what constituted 
plagiarism, and so Nader believed that some incidents of plagiarism were the result of 
students being uninformed about university policies regarding plagiarism and as a result 
the students who plagiarized for the first time should not be punished but they should be 
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given another chance because they (students) came to the United States to learn, as we 
can see in Excerpt 98. 
(Excerpt 98) 
ﻂﻠﻐﻧ ﺎﻨﻠﻛ ﮫﻧا ﻲﻌﯿﺒﻄﻟا ﻦﻣ" ... ﻢﻠﻌﺘﻧ ﺎﻨھ ﻦﯿﯾﺎﺟ ﺎﻨﺣاو .. ﺔﻓﺮﻌﻣ مﺪﻋ ﻦﻣ نﻮﻜﺗ ﻦﻜﻤﻣ بﺎﺒﺳﻷاو .
".مﺎﻈﻨﻟا  
“It’s normal that we make mistakes ... we are here to learn ... reasons 
could be because of not being familiar with the system [university 
policies].” (Adel, Interview Transcript, p.10) 
5.4.4 The perceived effects of participants’ national culture on their perceptions of 
academic writing and of plagiarism  
Reem claimed that Saudi students do not have good academic writing skills 
because they were not taught those skills in Saudi Arabia. When asked about the reasons 
that make English teachers and professors in Saudi Arabia neglect teaching academic 
writing skills to their students, she enumerated three reasons. Those reasons were: 
 (Excerpt 99) 
 تارﺎﮭﻤﻟا نﻮﻓﺮﻌﯾﺎﻣ ةﺮﺗﺎﻛﺪﻟاو ﻦﯿﺳرﺪﻤﻟا نﻷ" ﻦﯿﺳرﺪﻤﻠﻟ نﻮﻟﻮﻘﯾ ﻦﯿﻓﺮﺸﻤﻟا ﺎﻧﺎﯿﺣأو ... ﺔﯿﻤﯾدﺎﻛﻷا
 نﺎﺸﻠﻋ ﻮﻣ ﺔﯿﻟﺎﻌﻟا ﺐﺗاوﺮﻟا نﺎﺸﻠﻋ ﺎﻨھ ﻦﯿﯾﺎﺟ ﺐﻧﺎﺟﻷا ﻦﯿﺳرﺪﻤﻟاو ... ﺪﻋاﻮﻘﻟا ﻰﻠﻋ نوﺰﻛﺮﯾ ﻢﮭﻧا
".بﻼﻄﻟا تارﺎﮭﻣ نورﻮﻄﯾ  
“Because teachers and the professors themselves lack the academic 
writing skills ... and teachers are told by their supervisors to focus mainly 
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on grammar... and non-Saudi teachers are primarily motivated by generous 
salaries rather than the wish to improve students’ writing skills.”  (Reem, 
Interview Transcript, p. 5)  
From this excerpt, I can see that Reem focused mainly on the teachers and 
professors. She may have neglected the effect of students and the effect of English 
textbooks in a process (neglect teaching academic writing skills), and this neglect could 
be attributed to the effects of the Saudi culture which considers the teacher as the only 
source of knowledge (Grami, 2012). 
With the exception of Deema, all the participants did not talk about their voices in 
their academic papers. A suggested reason for such absence could be attributed to their 
culture which views professors as the only authority of knowledge and considers the 
teacher as the only player in the teaching process (Grami, 2012). Culture also played a 
role in not showing the students’ voices in Wu and Rubin’s study (2000). Another 
suggested reason for such absence could be they were not taught or at least made 
cognizant of certain features that enhance a writer’s voice. 
Since all the participants studied in schools in Saudi Arabia, the effects of the 
Saudi education system may be a factor that influences the participants’ perceptions of 
plagiarism because most of them mentioned that plagiarism was not an academic issue 
when they were studying in Saudi Arabia’s schools and universities. As a result, their 
reactions towards plagiarism, when first made aware of it in the U.S., varied. Nader, for 
example, said that students should avoid plagiarism because:  
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(Excerpt 100) 
.. ﺎﻨھ سرﺪﻧ ﻦﯿﺴﻟﺎﺟ ﮫﻧأ ﻢﻜﺤﺑ". ﻢﮭﺘﻓﺎﻘﺛ مﺮﺘﺤﻧ ﮫﻧا مزﻼﻓ."  
“Because we are studying here [in the U.S.] ... we have to respect their 
culture.” (Nader, Interview Transcript, p. 10) 
Excerpt 100 shows that Nader viewed plagiarism as a cultural issue rather than as 
an act of academic dishonesty.  
As can be seen in Excerpt 101, Sami pointed out that it was not surprising that 
Saudi students were sometimes caught plagiarizing while they are studying here in the 
U.S. He attributed this perception to the fact that they were never introduced to the 
concept of plagiarism when studying in Saudi Arabia. Although Sami acknowledged the 
effects of the Saudi education system (for not introducing plagiarism to students), he did 
not acknowledge the effects of the American education system (because it introduces 
plagiarism to students). 
(Excerpt 101) 
" ﻊﻗﻮﺘﻣ نﺎﻛ ... ﺔﺟﺎﺣ ﮫﻨﻋ فﺮﻌﻧﺎﻣ ﺔﻓﺎﻘﺛ ﻦﻣ ﻦﯿﯾﺎﺟ نﻻ ...  ".ﻲﻨﻌﯾ ﻊﻗﻮﺘﻤﻟا ﻦﻤﻓ  
 “It [Saudi students sometimes caught plagiarizing] was expected ... 
because we came from a culture that does not know what plagiarism is ... 
it was expected.” (Sami, Interview Transcript, p. 20) 
In Excerpt 101, Sami probably did not want to blame the students for plagiarizing. 
In fact, he was picturing them as victims of their culture because it did not introduce them 
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to plagiarism.  
Table no. 10 provides a summary of some students’ perceptions and the sources 
of those perceptions. 
Table 10 
A summary of some students’ perceptions and the sources of those perceptions 
SOURCE PERCEPTION 
SOURCE 
 
 
 
Professors 
Going to the writing center will enable students to get a 
better grade on their papers because the instructors at the 
writing center will inform their professors that they were 
clients and this will affect their grades positively 
Good academic papers are the ones that lack grammatical 
mistakes 
Non-academic writing is easier than academic writing 
because with non-academic writing, the writer is not trying 
to please the reader, which is in contrast to academic 
writing where students are motivated to satisfy their 
professors 
My advisor is a non-native speaker of English … so why 
should I care about improving my term paper?! 
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Field of study/ 
occupation 
Writing instructors should focus on the cohesiveness and 
transitions between sentences and between paragraphs 
Using transitional words and sentences in academic writing 
is the greatest difficulty 
Plagiarism is acceptable 
Academic texts should be lengthy 
Paraphrasing process as a difficult task to do in academic 
writing 
Academic writing is difficult because it makes academic 
papers difficult to read. 
Academic writing and plagiarism as something that they are 
not compelled or required to learn 
 
Classmates and friends 
Academic papers should be lengthy 
Students who plagiarize for the first time should not be 
punished but they should be given another chance 
 
 
 
Saudi students do not have good academic writing skills 
because they were not taught those skills in Saudi Arabia 
Plagiarism as a cultural issue rather than as an act of 
academic dishonesty 
198 
 
The Saudi culture Students are expected to plagiarize 
It is the professor’s responsibility to educate his/her 
students about plagiarism 
 
5.4.5 Summary 
In the last points, I tried to explore what the sources of some Saudi graduate 
students’ perceptions of English academic writing and of plagiarism may be. The 
interviews revealed that the possible sources for their perceptions were: the perceived 
effects of the participants’ professors, the perceived effects of their fields of 
study/occupations, the perceived effects of their peers, and the perceived effects of the 
Saudi culture. 
5.5. Chapter summary 
In this chapter, I attempted to explore some Saudi graduate students’ perceptions 
of different aspects of academic writing, some Saudi graduate students’ perceptions of 
plagiarism, and the perceived sources of the Saudi graduate students’ perceptions of 
academic writing and of plagiarism. Regarding the participants’ perceptions of academic 
writing, I pointed out that the participants might have a simplistic understanding of 
academic writing. Additionally, I talked about how the participants perceive academic 
writing as important for survival only.  
After that, the approaches that the participants perceived to be successful to 
learning their academic writing skills, and the ones that the participants perceived to be 
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unsuccessful were identified. The successful ones were: the lexicon-based approach, the 
genre-based approach, the human-based approach, and the technology-based approach. 
The unsuccessful ones were: rote memorization, lack of academic writing resources (for 
example, writing courses), NNES university instructors, help from unreliable sources (for 
example, siblings and parents), and being under pressure. Finally, I indicated that the 
participants perceived their difficulties in academic writing as existing at the formal level 
only.  
I also mentioned that the participants became aware of plagiarism through two 
different agents: self-learning and through professors and teachers. The participants 
perceived teaching students about plagiarism should be the responsibility of professors, 
the university (through flyers and workshops), students themselves, and parents. I then 
talked about the causes that make students plagiarize. Some of those causes were related 
to students and others were related to professors.  
Later, I listed the strategies that were perceived by students as helpful to avoid 
plagiarism. Those strategies were: replacing words (at the lexical level), paraphrasing (at 
the syntactic level), consulting human sources (for example, their professors), and 
seeking the help of technological resources (for example, plagiarism detecting software). 
Finally, I discussed the consequences of lack of concern about plagiarism guidelines as 
perceived by the participants. 
The last research question was about the perceived sources of some Saudi 
graduate students’ perceptions of English academic writing and of plagiarism. The 
perceived sources for the participants’ perceptions were: the perceived effects of the 
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participants’ professors, the perceived effects of their fields of study/occupations, the 
perceived effects of their peers, and the perceived effects of the Saudi culture. 
In the next chapter, I will discuss three important issues that might have a crucial 
impact on the participants’ academic writing skills. Those three issues are: 
Misunderstanding academic writing, misunderstanding the role of academic writing, and 
the problematic sources of the participants’ perceptions of academic writing.       
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CHAPTER VI 
 
 
DISCUSSION 
 
6.1. Introduction 
In this study, I aimed to explore some Saudi graduate students’ perceptions of 
academic writing. After conducting interviews with the participants, I presented in 
chapter V the findings related to the three research questions: (1) the perceptions of some 
Saudi graduate students of academic writing, (2) the perceptions of some Saudi graduate 
students of the issue of plagiarism, and (3) the perceived sources of some Saudi graduate 
students’ perceptions of academic writing and of plagiarism.  
Listening to the participants’ interviews multiple times and reading the interview 
transcripts recursively enabled me to identify three important issues that might have an 
essential influence on their academic writing skills. Those three issues are: 
misunderstanding academic writing, misunderstanding the role of the writing center, and 
problematic sources of the participants’ perceptions of academic writing.      
I would like readers to keep in mind that most of what is presented or emphasized 
in this chapter is my interpretation of the participants’ insights gained from listening to 
the recordings and reading the interview transcripts while writing my dissertation project. 
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6.2. Misunderstanding academic writing   
After critically examining my findings, I can say that the participants seem to 
have a limited understanding of the meaning and of the purpose of academic writing. The 
participants excerpts led to the following larger issues related to what I noticed as the 
participants’ (mis)understamding of academic writing:  academic writing is only for 
academic survival, viewing non-nativeness in English as a liability and as having 
negative impact on academic writing, and the difficulties in academic writing at areas 
other than sentence level concerns. In addition, I will provide several suggested 
explanations as to the participants’ arguments about the role of academic writing.   
6.2.1. Academic writing is only for academic survival 
The findings in the current study reveal that almost all the participants reported 
having perceptions about the importance of academic writing skills for their graduate 
studies. The importance of learning academic writing, however, was perceived by the 
participants as mastering only the survival strategies required in academia. The 
participants in my study may have developed instrumental motivation (Gardner & 
Lambert, 1972) when they study academic writing. Lila, for example, pointed out that 
some students claim that it is not necessary to have good academic writing skills because 
academic writing skills are not needed in their prospective careers. Similarly, Adel did 
not care about his academic writing skills because his advisor was a non-native speaker 
of English. Moreover, Reem held the opinion that academic writing skills are not 
relevant, or important, for international graduate students. She justified her answer by 
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referring to the presence of a writing center and proofreaders who can read her academic 
papers and suggest any necessary changes.  
Although the participants indicated that they wanted to improve their academic 
writing skills, they showed little intrinsic motivation in learning such skills. Various 
reasons were mentioned by the participants for the lack of interest for learning academic 
writing. First, there are, reportedly, other agencies to make their writing better (for 
example, writing centers and proofreaders). The second reason is that the participants 
might not need or use academic writing in their prospective careers. The second reason 
mentioned by the participants that make them not interested in improving their academic 
writing skills (which is that their prospective jobs do not require writing skills) is 
different from the findings of Foster and Russell (2002). Foster and Russell (2002) 
motivate language learners to master academic writing skills because professional careers 
“increasingly depend on specialized written communication in a global environment” (p. 
1). This means that those who have good English writing skills will have better chances 
of having good jobs (Glazier, 1994). The differences in the points of view of my 
participants and those of Foster and Russell’s (2002) and of Glazier’s (1994) might 
indicate that the participants in the current study do not make any connection between 
their academic writing skills and the world(s) beyond their universities (for example, 
their prospective jobs).  
It seems to me that the participants in the current study and the students in Fan’s 
(2014) study may be looking at the purpose of academic writing through different lenses. 
Most of my participants, on the one hand, perceived the purpose of academic writing as a 
means for others to evaluate their writing skills and knowledge or as a means to publish 
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research result. Fan (2014), who studied the disciplinary writing of three Taiwanese 
graduate students in the USA in engineering related fields, claims that the students in his 
study were looking at the purpose of academic writing as a means to help them 
understand their findings and their field. All the students in Fan’s study were Ph.D. 
students, studying in the U.S. for at least five years, and has published at least two 
research articles by the time of the study. The participants in the current study were 
considering academic writing as merely a means to help them write their ideas and 
findings only, and they had probably not been introduced to the possibilities of looking at 
academic writing as a tool for writing-to-learn that was followed by Fan’s students 
(2014).       
6.2.2. Viewing non-nativeness in English as a liability and as having negative impact 
on academic writing  
The term “native speaker fallacy” was suggested by Phillipson in 1992. This term 
suggests that the ideal teacher for English is the native speakers of English. Phillipson 
(1992) disproved the native speaker fallacy and claims that “teachers are made rather 
than born whether teachers are native or nonnative” (p.194). 
The notion of (non)nativeness in English has been mentioned as one of the 
barriers that the students perceive in terms of the person’s qualifications and language 
proficiency (Choi, 2007). Choi (2007) claims that some of his participants mentioned that 
because they were NNSE, they felt the need to improve their English competency if they 
wanted to produce good work.  
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Similarly, the participants in the current study talked about the relationship 
between academic English and native speakership. They, for example, believed that, 
because they were NNSE, it would be normal and expected to have weak academic 
writing skills, to not attempt to improve their academic writing skills (for example, Adel 
and his advisor), to be allowed to plagiarize (for example, Sami’s statement), and to 
helped only by NSE at the writing center (Turki’s case). Such perceptions, however, 
contradict the findings of other studies. Belcher and Connor (2001), for example, 
presented several cases of highly successful L2 academic writers. Tsai (2001) (a 
professor of Chemistry who was born and raised in Taiwan), for example, claims that he 
“write[s] scientific papers better than most of native American student [in terms of] using 
English to communicate scientific results” (p. 140). Different from the participants in the 
current study who considered using academic English to survive while they were doing 
their degrees, Tsai (2001) considered language skills and learning such skills “inseparable 
from learning anything” which means he did not limit the use of his language skills on his 
work only (p. 140).   
Because the "difficulties typically experienced by NNS academics in writing 
English are (certain mechanics such as article usage aside) au fond pretty similar to those 
typically experienced by native speakers" (Swales, 2004, p. 52), it can be said that “the 
native academic writer does not seem to exist” (Römer, 2009, p. 99). This further 
indicates that the participants of the current study need to be reminded of the need for 
improved academic writing skills, irrespective of their native language. Therefore, the 
terms experience and expertise should be introduced to students to be used for those who 
have good academic writing skills (Römer, 2009). 
206 
 
Being an international student in a British university (where I pursued my 
Master’s degree) and in an American university for my Ph.D., I have never heard any of 
my international friends (from my country or from other countries) studying in an ELI, 
enrolling in writing/composition classes, or studying in majors other than English talking 
about the terms experience and expertise when it comes to academic writing skills; it is 
always the (non)nativeness in English that determines how good a person is in academic 
writing skills. Although there are some researchers who claim that the distinction 
between native and non-native speakers of English is wearing away (for example, Swales 
& Feak, 2012), it could be argued that perhaps only people majoring in English or related 
fields, some expert professors in other majors (for example, Tsai, 2001), and NNES 
authors who use English to write their books know that this distinction is wearing away. 
The terms experience and expertise might be used by professors, writing center 
consultants, and writing instructors while talking with their students and clients to 
increase their awareness about this issue (non-nativeness in English and academic 
writing). Not informing students about such misconceptions might make them keep 
perceiving their non-nativeness of English as a barrier for mastering their academic 
writing skills.      
6.2.3. Academic writing difficulties might not be at the sentence level as the 
participants claim 
 Because the participants might have a limited understanding of academic writing, 
they tend to apply their problematic perceptions of academic writing to their writing tasks 
when they encounter academic challenges. Although there are different types of 
difficulties students might encounter while writing their academic papers (for example, 
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the ability to analyze a topic, poor sentence construction skills, the lack of a mastery of 
academic writing conventions, inability to research and apply knowledge, and others.), 
the participants’ emphasis on the role of grammar as a sign of good academic papers (for 
example, Rakan’s case), as a difficulty they encounter while writing their papers (for 
example, Mohammad’s case), and as an important issue to be taught to international 
students in academic writing courses (for example, Adel’s case) suggests that having 
grammatically correct sentences is considered by the participants as an essential indicator 
of how good their academic writing is.  
Since the academic writing conventions within academic disciplines (for example, 
what should be said and how it should be said) are sometimes not explicitly introduced 
by professors to their students, students sometimes remain unaware of such conventions 
and "sometimes, students' difficulties with these issues can be masked, as problems 
mastering the academic discourse can manifest themselves in surface difficulties with 
grammar and syntax" (McCune, 2004, p.277). The unarticulated values about good 
writing in various disciplines might be what make academic writing difficult for non-
native speakers of English. Having been asked only to write a few essays, if any, in 
English, prior to their graduate studies in western universities, and their lack of exposure 
to and/or familiarity with the two highly valued skills of western criteria for effective 
education, critical thinking and ability to analyze material (Ballard, 1989; Clanchy & 
Ballard, 1997), my participants risk floundering.  
My participants emphasize language-related problems. However, other problems 
(for example, problems related to content, to organization, to conventions) seem to have 
fallen off their radar . The students’ perception that language-related problems are more 
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difficult than the organization and content problems contradicts the findings of Cai’s 
study (2013) and is in line with those of Lee and Tajino’s study (2008). Cai (2013) 
reported that Chinese graduate students experienced difficulties with content and 
structure (for example, reviewing and critiquing the previous research and creating a 
research space) more than with language-related components (for example, using 
appropriate lexical phrases). Lee and Tajino (2008), on the other hand, revealed that 
Japanese students perceived the language-related components (for example, expressing 
ideas in correct English) as more difficult than structure/content-related components (for 
example, synthesizing information /ideas).  Since the participants were asked to take 
TOEFL and IELTS tests before they can enroll in their graduate degrees, this perception 
– the language-related problems are more difficult than the structure and content 
problems – indicates that the Saudi graduate student participants were not fully aware of 
their academic writing difficulties. They may not be aware of the fact that the the writing 
experts who evaluate their writing samples on the TOEFL exam cite problems in 
structure and content, rather than language-related problems, as the main problems in 
their writing. Although the participants referred to grammar as one of their difficulties, 
they were referring to the errors they have with subject-verb agreement, prepositions, 
and others. The IELTS writing experts, by contrast, claim that the Saudi participants 
encounter difficulties regarding the inability to use a range of structures in their writing.   
Those three reasons: 1- The values about good writing in various disciplines that 
may not have been articulated to the students, 2- The participants were not fully aware 
of their academic writing difficulties, and 3- The participants were asked in their 
primary schools to focus only on grammar (the effect of their educational culture, which 
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I will address in more detail in 6.4) probably caused the participants to make a 
connection between having grammatically correct sentences and good academic writing.  
Since most of the participants in the current study enrolled in ELIs to study 
English skills, it could be argued that there is a gap between what is taught to students in 
the writing classes (in ELIs and in some majors, if any, at the graduate level) and the 
type of writing required in their majors in terms of content, genre, activities, audience, 
and context.  Maram, for example, pointed out that: 
(Excerpt 102) 
" تﺄﺟﺎﻔﺗ  ...  ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﺖﯾﺪﺑ ﺎﻤﻟ ﺲﺑ ...  ﺰﻓاﺮﻗارﺎﺑ ﻒﯾﺎﻔﻟا ﺎﻨﻧﻮﺳرﺪﯾ اﻮﻧﺎﻛ ﺪﮭﻌﻤﻟا ﻲﻓ ﺖﻨﻛ ﺎﻤﻟ
ﺐﺘﻛأ ﻒﯿﻛو ﺐﺘﻛا ﺶﯾا ﺔﯿﺣﺎﻧ ﻦﻣ ... ﻲﺋﺎﮭﻧ ﻒﻠﺘﺨﻣ نﺎﻛ ﮫﻧﻷ".  
“When I was in the ELI, they [teachers] were teaching us the five 
paragraphs … but when I started my degree, I was surprised because it 
[type of writing] was completely different … in terms of what to write and 
how to write.” (Maram, Interview Transcript, p. 44) 
Similarly, Mohammad claimed that: 
(Excerpt 103) 
ﺪﺣا ﻲﻓﺎﻣ ﺎﻜﯾﺮﻣا ﻲﻓ ﻰﺘﺣ"  ﺔﻟﺎﺳﺮﻟا مﺎﺴﻗا ﻚﻤﻠﻌﺗ ةدﺎﻣ ﻲﻓﺎﻣ ﻲﻨﻌﯾ ... ﺔﻟﺎﺳﺮﻟا ﺐﺘﻜﺗ ﻒﯿﻛ ﻚﻤﻠﻌﯾ
".ﻢﺴﻗ ﻞﻛ ﻲﻓ ﺐﺘﻜﺗ ﺶﯾاو  
“Even in the U.S. there is no one to teach you how to write a dissertation 
... there is no course that informs you about the sections of a dissertation 
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and what should be written in each section.” (Mohammad, Interview 
Transcript, p. 25) 
Although they studied in ELIs in the U.S., both Maram and Mohammad 
complained about the type of writing they were required to do at the graduate level. In 
other words, the writing classes that Maram and Mohammad enrolled in, probably, were 
not that beneficial to them during their graduate studies. The last two excerpts might 
accentuate the importance of having discipline-specific writing courses or workshops to 
bridge the gap between what is taught to students in the writing classes (in ELIs and in 
some majors, if any, at the graduate level) and the type of writing required in their 
majors.  
6.2.4. The reasons for the participants’ limited understanding of academic writing  
As noted earlier, the participants in the current study might have a limited 
understanding of academic writing. After reading the interview transcripts, listening to 
the audio tapes, and reading the findings for the research questions, I was able to pinpoint 
some of the reasons and explanations that might have led the participants to have a 
limited understanding of academic writing. One of the reasons for such limited 
understanding could be that most of the participants, for example, limited practicing their 
academic writing skills to academic assignments only. When the participants started their 
graduate degrees, they practiced academic writing only to fulfill their courses’ 
requirements. Doing that might have led them to see academic writing as only a skill that 
they practiced to receive grades in their assignments. Although half of the participants in 
the current study were Ph.D. students, I was told by some of them that they did not write 
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theses for their Master’s degrees. Bhatia (2001) noticed that active participation in the 
research process had helped him improve academic writing skills. As a result, one can 
argue that not participating in research might have led to some students to the perceived 
weaknesses in academic writing. Of course, I did not have the opportunity to ask the 
explicitly how engaged they were in research or whether they perceived academic writing 
as closely related to research   
Another potential reason for the limited understanding of academic writing by the 
participants is that they were receiving more feedback at the micro level (for example, 
grammar) in comparison with the macro level feedback (for example, content and overall 
organization). All the participants in the current study mentioned that the English classes 
in their primary schools in Saudi Arabia (6 years at least) and the English courses at the 
university level (some participants enrolled in English courses while doing their 
Bachelor’s degrees in Saudi Arabia) were mainly about grammar. Some students, 
therefore, could not go beyond the micro level when they started to work on their 
academic skills.     
Although almost all the participants took some academic writing courses when 
they were studying in the ELI, they were not given enough opportunities to apply what 
they had learned when they started their graduate studies. Not being able to practice 
academic writing in their assignments might have led the participants to start losing the 
academic writing skills they learned in the ELI and to eventually encounter difficulties 
when they started writing their dissertations or theses.   
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6.3. Misunderstanding the role of the writing center 
Because most of the participants encounter difficulties in their academic writing, 
most of them pointed out they sought help from the writing center numerous times. The 
participants referred to the writing center many times during their interviews whether to 
be helped with their academic papers or with their theses.    
Koncel and Carney (1992) claim that the 60 graduate students in their study liked 
going to the writing center because it improved their academic papers. Specifically, those 
students in Koncel and Carney’s study (1992) went to the writing center hoping to be 
helped with the writing process, style and format, use of the specialized language of their 
field, and grammar. Although most of the participants in my study claimed that going to 
the writing center improved their work, they were focusing only on the sentence-level 
issues because those issues were the reasons that made the participants go to the writing 
center as they claim.   
Although “the writing center field has waged nearly a century long battle against 
the perception that the writing center’s role is to ‘fix’ students’ problems” (Fels, 2010, p. 
169), most participants in the current study still perceived the writing center as a place 
where they can ask the consultants to fix the  grammatical mistakes in their academic 
papers. Seeking help from the consultants in the writing center only for sentence-level 
issues might indicate that some students lack complete awareness about the role of 
writing centers in improving their writing. North (1984) describes writing centers 
consultants’ main job as “to produce better writers, not better writing” (p.76).  By this, 
North (1984) means the focus is on the students themselves not on their papers. Most of 
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the participants in my study, however, wanted the consultants in the writing center to 
check their papers for grammatical mistakes and not with other issues that could improve 
their writing skill (for example, the writing process).  
The findings also indicate that the participants go to the writing center only when 
they had finished writing their academic papers which is different from the findings in 
Clark’s (1992) and Rafoth’s (2010) studies. According to these two studies, students 
occasionally go to a writing center to discuss with the consultants the topics of their 
essays, prior to starting the writing process, or to gain feedback on their initial writing 
outlines. Going to the writing center only when they had finished writing their papers 
could be another piece of evidence of the participants’ limited understanding of the role 
writing centers. They, probably, considered writing center as the final step before 
submitting their papers. In fact, some of the participants mentioned that they sometimes 
did not go to the writing center at their university because they did not have enough time.  
Considering visiting the writing center as the final step of writing their academic papers 
probably had prevented the participants from improving their writing skills in terms of 
with a consultant to brainstorm and organize their ideas, the writing process, the best way 
to deal with their topics, identifying their own writing strengths and weaknesses, to name 
a few more productive ways of using the writing center.    
Some participants in the current study reported seeking help from writing center 
consultants more than what consultants are allowed to or can provide. Some participants, 
for example, did not ask for help at the sentence/content level, but for help at the 
discipline-specific level. Maram, for example, claimed that: 
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(Excerpt 104) 
"  ﻲﻜﯾﺮﻣﻷا ﻲﻠﯿﻣﺰﻟ ﺎﮭﯿﻄﻋأ حار ةدﺎﻋ ﺔﺟﺎﺣ ﺐﺘﻛأ ﺎﻤﻟ ﻲﻠﻟا ... ﻲﻋﻮﺿﻮﻣ فﺮﻌﯾ ﮫﻧﻷ سﻼﻜﻟا ﻲﻓ
 ةﺮﻣ ﺮﻛﺬﺗأ ﻲﻧﻷ ... ﺮﻣاﺮﻗ نﻮﻓﺮﻌﯾ ﻦﻜﻤﻣ ... ﻲﻋﻮﺿﻮﻣ نﻮﻓﺮﻌﯾ حارﺎﻣ ﺮﺘﻨﺳ ﻖﻨﺘﯾﺮﻟا حورا ﺎﻤﻟ
 كﺎﻨھ ﺖﺣر ﺎﮭﯿﻓ لﺪﻋ سﻼﻜﻟا ﻲﻓ  ﻲﻜﯾﺮﻣﻷا ﻲﻠﯿﻣز ﺎﮭﺘﯾرو ﺎﻤﻟ ﺲﺑ ... مﺎﻤﺗ ءﻲﺷ ﻞﻛ اﻮﻟﺎﻗو
ﺮﯿﺜﻛ ".  
“When I write something, I usually give it to my American classmate 
because he would know my topic … when I go to the writing center, they 
would lack the knowledge of my topic … they might know grammar … 
because I remember I went once there and they said everything was 
correct … but when I showed it to my American classmate, he made many 
changes.” (Maram, Interview Transcript, p. 45) 
Similarly, Wolfe (2009) claims that the negative effect of the writing center 
consultants’ comments is what makes some students avoid going to the writing center. 
The negative effect is described by Wolfe (2009) as the consultants’ comments being 
“bias[ed] toward humanities-based styles and genres and a failure to address the forms of 
argument and evidence that our science and engineering students most need to master to 
succeed as rhetoricians in their fields” (Wolfe, 2009, p. 352). My findings and those of 
Wolfe’s (2009) call for collaboration between faculty members in different majors and 
the writing center to have discipline-based writing centers to address each student’s 
personal writing issues.     
This reason for not going to the writing center -that the consultants are not aware 
of the content of the students’ papers because students’ majors are engineering or 
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chemistry- is different from the reasons mentioned in Alexitch’s study (2002) in which 
students did not go to the writing center because they were not required to do so by their 
professors. It is also different from the reasons in Vazquez’s study (2008) in which the 
students did not want to appear incompetent in front of their classmates and friends and 
they were also not interested in writing itself. Additionally, it is different from the reasons 
mentioned in Rosove’s study (2009) in which the students did not like spending a long 
time on their papers without receiving an A on their academic papers after they have been 
to the writing center. Therefore, the students in Rosove’s study (2009) thought that going 
to the writing center would not help them achieve good grades. Unlike the reason 
mentioned by some of the participants in the current study, the reasons mentioned in 
Alexitch’s study (2002), Vazquez’s study (2008), and Rosove’s study (2009) were not 
related to the content of the students’ academic papers.  
Students’ expectations about the services that writing center can provide to them 
might affect their academic papers negatively. Roseove (2009), for example, points out 
that students stopped going to the writing center because they did not receive an A on 
their academic papers and some of the participants in the current study stopped going to 
the writing center because the writing center consultants were not able to help them due 
to lacking knowledge at the discipline-specific level. Such high expectations from 
students could be because they were enrolled in other universities and the services 
provided at those universities met their expectations and those students were surprised 
about their current writing center services. This means that some writing centers and/or 
some writing center consultants might not have the same ideas about the types of services 
they are allowed to provide to their clients.     
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 Although the writing center “provides an alternative space for learning English 
writing in an academic context” (Chiu, 2011, p. I), most of the participants pointed out 
that they go to writing centers to ask the consultants to check their papers, and only 
Mohammad said that the writing center is one of the sources to improve his academic 
writing skills. Reem, however, looked at the services provided by the writing center from 
a different angle. She claimed that it is not important for international students to be good 
academic writers since there are several ways to improve their academic papers (for 
example, going to the writing center). Reem’s perception might indicate that the writing 
center would help her with everything related to her paper (grammar, choice of words, 
and organization, among others).    
The type of help the participants in the current study expected from the writing 
center consultants (for example, fixing the grammatical mistakes in Rakan’s case, 
expecting help at the discipline-specific level in Maram’s case, and relying totally on the 
writing center consultants to correct everything in the paper in Reem’s case) could be 
attributed to the effect of their culture where teachers (the writing center consultants in 
this case) are the only source of knowledge. Harris (1997) claims that when ESL students 
come to the writing center, they tend not only to bring their papers, but their culture as 
well. The result might be a conflict between the students’ perceptions and expectations 
and the writing center’s pedagogy and theory. Another possible reason that could be 
suggested to explain the reasons for the different types of help the participants expected 
from writing center consultants is that, since the participants were enrolled in different 
universities and were dealing with different writing centers, probably the precise nature 
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of the writing consultants’ activities in those writing centers differ from one place to 
another. 
6.4. Problematic sources of the participants’ perceptions of academic writing   
 In this study, I attempted to explore the possible sources of some Saudi graduate 
students’ perceptions of English academic writing. After interviewing some graduate 
Saudi students and coding the interview data, I was able to identify several sources for 
their perceptions. The identified sources included the perceived effects of the 
participants’ professors, of their fields of study/occupations, of their peers, and of the 
Saudi culture.  
Although previous studies included the effects of courses students are enrolled in 
(Gambell, 1991) and the effects of students’ language proficiency (Lee & Tajino, 2008) 
on their perceptions of academic writing, in the current study, the participants did not 
report those sources as affecting their perceptions. 
Below, I will discuss how these sources could be understood if we place the 
participants’ comments within the larger context consisting of others’ related studies.  
6.4.1. The negative effects of professors on students’ perceptions of academic 
writing 
One of the sources of the participants’ perceptions of academic writing was their 
university professors. Because teachers and professors were viewed as the predominant 
sources of knowledge in Saudi Arabia (Grami, 2012), it was not surprising that the 
participants’ perceptions can be affected by what those professors say and do. Limiting 
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good academic writing to only writing papers that lack grammatical mistakes (Rakan’s 
case) and not being interested in improving one’s own academic writing skills (Huda’s 
case) are two examples of how the participants’ perceptions and academic writing skills 
might have been influenced by their professors. This finding is consistent with that in a 
recent study by Basterkmen, East, and Bitchener (2014). They noticed that graduate 
students’ supervisors in a university in New Zealand often focused on linguistic accuracy 
and appropriateness, a finding that they considered to be consistent with the findings 
from previous studies such as Kumar and Stracke (2007) and Gulfidan (2009). 
Basterkmen et al. (2014) offered a number of explanations for the widespread use of 
linguistic accuracy/appropriateness-focused comments. Through providing multiple 
comments on linguistic accuracy/appropriateness they wonder whether the supervisors 
may have wished to highlight the need for meticulousness in grammar and expression in 
order to “underscore the need for precise expression and appropriate phrasing in terms of 
academic English expectations” (p. 441).  They may not wish to take on an editing role, 
but they “may wish to flag that a thesis needs to be highly articulate and well proofread,” 
according to Basterkmen et al. (2014). In this study, however, I was not able to find out 
the reasons why the university professors, according to the participants, often focused on 
grammar and accuracy in their writing. The key finding, however, does speak to the 
negative effect that such a focus has on the students in this study, something that suggests 
certain training for supervisors/professors that I will talk about in the next section. 
We can also see the effects of professors on their students’ perceptions in some 
published studies. Cai (2013), for example, claims that graduate Chinese students find 
referencing a very easy task because their professors dedicated many courses to teach 
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students how to do that. Bhatia (2001) also points out that the encouragement, 
participation, and direction he received from his advisors and mentors had affected his 
academic writing skills positively. In the current study, on the other hand, it was shown 
that the impact of professors might be different. In particular, the findings indicate that 
the participants’ professors may have influenced the students’ perceptions negatively. 
The participants’ professors, for example, led them to stop practicing writing and 
focusing on analyzing numbers (Huda’s case), to perceive good academic papers as the 
ones that lack grammatical mistakes (Rakan’s case), and to lose interest in improving 
academic papers because of an advisor’s being a non-native speaker of English (Adel’s 
case). The above cases are just some examples of the negative effects of professors, at 
least as seen by the participants, on their students’ perceptions. The negative effect of 
professors can also be seen in the study conducted by Basturkmen et al. (2014). In their 
study, the authors reported that the advisors had given their students very few comments 
which were focused on cohesion and coherence even though the advisors pointed out that 
their students encounter difficulties in that aspect of writing.   
In the current study, I compared the negative effects of professors on my 
participants’ academic writing skills with the positive effects of professors on the 
academic writing skills of the narratives because the participants talked only about that 
kind of effects during the interviews. Similarly, the researchers in the narratives talked 
only about the positive effects of their professors and mentors in their academic writing 
skills. Note that the participants in the current study did not claim that some of the 
sources affected their academic writing skills negatively. It was my interpretation after 
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comparing their perceptions with the students’ perceptions in other studies and with the 
researchers’ perceptions in the narratives.  
How the participants perceived the role of their professors and the writing center 
consultants might be related to the term Banking Concept of Education. This term was 
suggested by Freire (1970) and it means that students are “receptacles that are to be filled 
with the content of the teachers narration” (Freire, 1970, p. 1). In other words, students do 
not take part in the education process. They do not engage in discussion with their 
teachers and professors.   
Not taking active part in the education process and being a receptacle of 
knowledge only, unfortunately, make students lack critical thinking skills (Freire, 1970). 
Therefore, Saudi students tend to lack critical thinking skills because the Saudi 
educational system considers teachers and professors as the only source of knowledge 
(Alhammad, 2010). Alhammad (2010) claims that:  
Critical thinking is essential to a healthy and progressive education. 
Unfortunately, this type of instruction is not employed within the borders 
of Saudi Arabia at the high school or college level. Saudi schools do not 
emphasize the importance of independent thinking, opting instead to 
conveniently spoon-feed students information that does not test their 
mental capabilities. (para. 3) 
Regarding my participants, only one participant blamed herself in one occasion 
while talking about her experience with academic writing. Deema noticed that her 
classmates wrote more than she did in the term papers. She said: 
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(Excerpt 105) 
 نﻮﺒﺘﻜﯾ يﺎﻌﻣ ﻲﻠﻟا ﺲﺘﯿﻤﺳﻼﻜﻟا ﮫﻧا فﻮﺷأ ﻲﻧﻷ ... ﺮﯿﺜﻛ ﺐﺘﻛأ ﺎﻣ ﻲﻧا ... ﺔﻠﻜﺸﻣ يﺪﻨﻋ ﮫﻧا ﺲﺣأ"
".ﻲﻨﻣ ﺮﺜﻛأ  
“I think I have a problem ... I do not write much [in the term papers] ... 
because I can see that my classmates write more than I do.” (Deema, 
Interview Transcript, p. 21)  
Deema in the previous Excerpt, I think, was blaming herself for not being able to 
write lengthy papers similar to her classmates. The rest of the participants seem to blame 
others (their professors and teachers in Saudi Arabia, their professors and writing 
instructors in the U.S., writing center’s consultants, their universities, their majors,  to 
name a few) for their weakness in academic writing.   
As a result, I suggest that the participants should take agencies. They are 
encouraged to learn ‘learn/do it yourself’ rather than relying on teachers and professors to 
teach them. There are some studies in the literature where the writers became successful 
academic writers after they started relying on themselves. Most of the successful cases in 
Belcher and Connor’s book (2001), for example, were self-directed. Bhatia (2001), for 
example, started to publish because he noticed that active participation in the research 
process has helped him in improving his academic writing skills. Both Liu (2001) and 
Hemami (2001) read some books that were not relevant to their majors because, as they 
claim, their academic writing skills improved after practicing reading.  
Another study that shows that students became successful writers after relying on 
themselves is Phillips’ (2014). She says that the academic writing skills of her student 
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Chozin (a pseudonym) started improving when he started developing his own strategies 
to overcome the writing difficulties he encountered. Phillips (2014) points out that: 
Chozin struggled with writing throughout his graduate career. Instead of 
simply being discouraged or defined by his failures, however, he seemed 
to focus on the path that led to the problems he experienced and tried to 
identify ways that he could shift that path the next time. (p. 88) 
These cases are just examples to show that some students should rely on 
themselves to improve their academic writing skills, and should not wait and rely on 
others to receive help or knowledge. 
6.4.2. Misunderstanding the connection between academic writing and 
requirements of various fields of study  
Some of the participants’ perceptions may have also come as a result of the effect 
of their fields of study. This source indicates that some of the participants, for example, 
might have misunderstood the connection between academic writing and requirements of 
various fields of study. Because most of the participants were expected to use numbers, 
codes, and formulas in their assignments and term papers, they attached less importance 
to their academic writing skills and, hence, encountered difficulties when they started 
writing their theses or dissertations.   
The students’ connection of the role of writing and certain majors is interesting. 
One may wonder whether such a connection is inaccurate or overly simplistic. For 
example, Tsai, in a literacy narrative, made such a claim: “Chemistry is an experimental 
science. Thus, one would think that a chemistry professor should spend most of the time 
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in the laboratory” (Tsai, 2001, p. 135). Indeed, that seems to be the perception of some of 
the students in this study, as we can see how they link certain number and code-intensive 
majors, such as chemistry, with the lack of writing. However, Tsai continues to point out 
very cogently that “for the right or wrong reasons, I now spent more than half of my time 
[as a chemistry professor] writing in my office. The proportion of writing in my daily 
work has been increasing throughout my career” (p. 135). Of course, Tsai concedes that, 
“at first, it was only recording experimental procedures” something quite similar to what 
the participants in this study admit in the interviews (p. 135). However, later, writing 
started to figure more prominently in his career as a chemistry academic. Maybe our 
students need to take the long view and change their perceptions of the role of writing in 
some majors, possibly through some courses and training programs, something I will 
discuss in the next section.  
Another possible reason for such a misunderstanding is that the participants may 
have limited practicing their academic writing skills to only the required writing 
assignments. Indeed, Tsai acknowledged that he started to make “the biggest progress” as 
a writer when he engaged in authentic writing tasks, such as thesis and dissertation 
writing (p. 138). Another way to make students’ writing tasks authentic and, possibly, 
alter their perception of the role of writing is to engage in the research process. In fact, 
not limiting practicing academic writing skills only to assignments and making attempts 
to publish could be the causes for the success of the NNESs in Belcher and Connor’s 
book (2001) in academic writing skills and could be the causes for the participants’ 
perceived weakness in academic writing in the current study. Bhatia (2001), for example, 
noticed that active participation in the research process has helped him see the role of 
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writing in knowledge creation. He remembered that “whenever [his] advisor took home 
some of the texts [he] was struggling with and the following day brought back his own 
analyses and interpretations, however tentative, [he] used to gain new understanding of 
the discipline” (Bhatia, 2001, p. 44). This interpretation of the role of writing in 
disciplinary understanding is certainly more positive and more sophisticated than our 
students’ perceptions. It raises interesting questions on whether the perceptions of writing 
could be changed if instructors first focused on the role of writing and its importance.   
Tsai (2001), who majored in Chemistry, and Kubota (2001) who specialized in 
Education, claimed that learning English and how to write in English is a lifelong 
process. This commitment, however, was not present in most of the participants of the 
current study who never talked about a continuous learning of English after leaving 
English language institutes.   
Although some of the participants in the present study indicated that their majors 
have negative effects on their academic writing skills (because their majors required only 
using codes, numbers, and formulas in their assignments), we can see many examples of 
non-native English speakers who are successful in English academic writing in Belcher 
and Connor (2001). Some of the successful academic writers’ majors introduced in that 
book were similar to those of the participants’ in the current study (for example, Tsai 
(2001) majoring in Chemistry and Hemami (2001) majoring in Engineering). Hemami 
(2001), for example, claimed that not limiting himself to reading about his major and 
reading books in literature is what made him a successful academic writer.     
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Professors and writing instructors should probably take part in helping students to 
clarify such misunderstanding. Du (2014) points out that:  
Although the focus of most disciplinary courses is not on writing, explicit 
instruction about how to approach major writing tasks is still needed to 
facilitate novice academic writers, L2 learners in particular, to cope with 
varied disciplinary expectations across the curriculum. (p. 125) 
6.4.3. Simplistic understanding of the effect of culture 
The final perceived source of the students’ perceptions of academic writing was 
their national culture, including the educational system. The effect of such a source can 
also be seen in different studies. Kubota (2001), for example, was taught how to read 
from an early age. Kubota (2001) claimed that being asked to read books in English and 
starting to write a diary in English helped her become a good academic writer. The 
participants in the current study, on the contrary, believed that they were not encouraged 
to read and to write anything in English not relevant to their academic lives. As a result, 
they believed that their lack of academic writing skills might be attributed to the effect of 
their culture.  
Despite the fact that the participants in the current study had studied for at least 
two years in the United States (in fact, some of them have been studying in the U.S. for 
more than eight years), the findings indicate that the participants were still claiming that 
their culture affected their perceptions negatively (for example, teachers in their country 
did not teach them the academic writing skills). This can be something very interesting if 
we consider the more nuanced role culture plays in others’ academic literacy 
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development. For example, Hemami (2001) talked about culture in more complex ways. 
When he came to the US, he decided to stop using his native language (Persian), even 
with people from his country. He attributed that to the fact that Persian started to 
introduce into his psyche “a whole bunch of old memories and reflections and feelings 
and so forth” that are linked to political conflicts in his country that he did not find very 
helpful (p. 151). In order to cope with such memories, he started reading books in human 
behavior and psychology. Hemami (2001) claimed that reading was one of the reasons 
that made him a successful academic writer.      
Liu (2001) pointed out that he did not receive formal training in English 
composition while he was studying for his bachelor degree in English language and 
literature in a Chinese university. He also claimed that even when he became a faculty 
member in the same department, the “lack of the need as well as a sense of self-
protection through avoidance had a negative impact on my L2 writing” (p. 127).  Liu 
(2001) mentioned that because his father was an English teacher, the Red Guards would 
come without notice to inspect their house looking for Western books that might poison 
their thoughts. Liu and the rest of his family were hiding the English books his father 
purchased under their beds. He claimed that he enjoyed those days that he did not go to 
school for being sick because he “could be left alone at home with the doors shut and 
concentrate for hours and hours on going through all the books underneath our beds” (p. 
122). Those English books, Liu pointed out, helped him to improve his academic 
literacies.     
In contrast with Liu, Julia (2001) claimed that she did not like reading and writing 
in English when she was a student. Although she came from a verbal culture and her 
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parents valued the skill of being able to write properly, she did not like the 
encouragement she received from her parents and from her school to learn English. In 
fact, she considered English as “a school activity, and once out of the classroom, there 
was no use of it – at home or with peers, anywhere. I never practiced it, in fact, I avoided 
it” (p. 178). Although she did not enjoy reading and writing in English, at that time, she 
started to consider them as “a need or as a quality that one should possess, but not as a 
pleasurable activity. It was always a tool of survival for me” (p. 179).   
Finally, it is important to indicate that although the persons in the narratives had 
complicated and sophisticated views in comparison with my participants because the 
participants’ demographics are different from that of the persons in the narratives and that 
the participants in my study may have instrumental motivation when they study academic 
writing, the persons in the narratives were graduate students just like my participants 
before they (persons in the narratives) become professional. Some may argue that it is not 
fair to compare the narratives by the highly successful professors with the interview data 
by the participants. Others may also argue that the students’ negative comments may be 
due to the instrumental motivations some of these students have about academic writing. 
The instrumental motivations may have caused the students to view academic writing as 
something that is merely a hurdle to jump through in some cases. Be that as it may. The 
juxtaposition of these two types of data –the motivational narratives by the successful 
academics and the sometimes disheartening comments by the students points to this 
question. Should we encourage our students to move beyond their instrumental 
motivation to view academic writing as more than just fulfilling course and degree 
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requirements? Should they aim to be as successful as those who composed the narratives? 
These are open questions that invite further studies.  
6.5. Chapter summary 
In this chapter, I discussed three important issues that might have an essential 
influence on their academic writing skills. Those three issues are misunderstanding 
academic writing, misunderstanding the role of the writing center, and problematic 
sources of the participants’ perceptions of academic writing. 
The participants seem to have a limited understanding of the meaning and of the 
purpose of academic writing. The participants’ excerpts led to the following larger issues 
related to the participants’ (mis)understanding of academic writing:  academic writing is 
only for academic survival, viewing non-nativeness in English as a liability and as having 
a negative impact on academic writing, and difficulties in academic writing at areas other 
than sentence level concerns. In addition, I provided several suggested explanations as to 
the participants’ arguments about the role of academic writing.   
I also noticed that the participants might have a limited understanding of the role 
of the writing center. They, for example, visited writing centers seeking help at the 
sentence-level issues and at the discipline-specific level. I argued that requesting help at 
the sentence-level issues, probably, call for collaboration between faculty members in 
different majors and the writing center to have discipline-based writing centers to address 
each student’s personal writing issues. The findings also indicated that the participants 
went to the writing center only when they were done writing their academic papers which 
is different from the findings in Clark’s (1992) and Rafoth’s (2010) studies where 
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students occasionally go to a writing center to discuss with the consultants the topics of 
their essays, prior to starting the writing process, or to gain feedback on their initial 
writing outlines. Finally, I attempted to provide some explanations for the participants’ 
misunderstanding of the role of the writing center.  
After interviewing some graduate Saudi students and coding the interview data, I 
was able to identify several sources for their perceptions. The identified sources included 
the perceived effects of the participants’ professors, of their fields of study/occupations, 
of their peers, and of the Saudi culture. I discussed how these sources could be 
understood if we place the participants’ comments within the larger context consisting of 
others’ related studies. I explained why I highlighted the negative effects of professors on 
students’ perceptions of academic writing and of plagiarism. I also argued that the 
participants misunderstood the connection between academic writing and requirements of 
various fields of study. Finally, I showed how the participants might have a simplistic 
understanding of culture. 
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CHAPTER VII 
 
 
CONCLUSION 
 
7.1. Introduction 
A summary of the findings of this study, the contribution of my dissertation to the 
literature, the pedagogical implications, the limitations of my study, and some 
suggestions for future research will be discussed in this chapter. 
7.2. A summary of the dissertation   
It is essential to seek students’ feedback on a regular basis if we want to improve 
their academic writing experience. Such feedback could be used to improve their 
weakness with academic writing skills. This study aspires to provide information that 
ultimately can help Saudi students to master academic writing skills and lead to their 
greater success academically.   
Despite the fact that the findings of some studies indicated that Saudi students 
encounter difficulties with academic writing (e.g., Fageeh, 2003) and although the 
number of those students has reached 128,014 in 2013 in the United States only (Ministry  
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of Higher Education of Saudi Arabia, 2014), not much research has been conducted on 
Saudi students (Shaw, 2009).    
Since students’ writing performance is often affected by their perceptions, 
according to Pajares and Valiante (2006), I attempted to address this gap in this study and 
explore some Saudi graduate students’ perceptions of academic writing and of the issue 
of plagiarism. The research questions that I tried to answer in the current study were:    
1- How do some Saudi graduate students perceive different aspects of academic 
writing?   
2- How do some Saudi graduate students perceive plagiarism?  
3- What might be the sources of the Saudi graduate students’ perceptions of 
academic writing and of plagiarism? 
To find answers to these questions, I conducted interviews with twelve Saudi 
students who were pursuing their graduate studies in American universities at the time of 
the interviews.   
I would like readers to keep in mind that most of what is presented or emphasized 
in this chapter is my interpretation of the participants’ insights gained from listening to 
the recordings and reading the interview transcripts while writing my dissertation project. 
Concerning their perceptions of academic writing, I noticed that the participants 
perceived the definitions of academic writing in a simplistic manner. They, for example, 
limited their definitions of academic writing to one or two issues from the following list 
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(word choice; general organizational conventions such as introduction, body, and 
conclusion; avoiding the use of first person pronouns; and accurate grammar usage).   
Several reasons were provided by the participants to highlight the importance of 
academic writing. Being graduate students was one of the reasons that made academic 
writing important for them. They said that being graduate students necessitates having 
strong academic writing skills to meet their professors’ expectations. The participants 
also pointed out that having good academic writing skills helped them survive 
academically by taking shortcuts. The participants claimed that the organizations in 
academic papers helped them to save time by reading the headings and abstracts to 
evaluate the importance of a paper to them. Another reason is that having good academic 
writing skills might help the participants to publish their articles in peer-reviewed 
journals and graduate. Additionally, the participants mentioned that academic writing 
skills were important because these skills helped them to succeed in their courses, and 
poor or non-existent academic writing skills might result in failure in the courses they 
enroll in. Lastly, the participants claimed that having good academic writing skills was 
important because it would allow them to prove to their professors that there is minimal 
linguistic difference in writing skills in comparison with other students who are native 
speakers of English. 
The participants pointed out some successful and unsuccessful approaches to 
learning academic writing. Regarding the successful approaches, the participants revealed 
that they were: the lexicon-based approach, the genre-based approach, the human-based 
approach, and the technology-based approach. On the other end of the scale, the 
participants described several approaches that influenced their learning of academic 
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writing skills negatively. Those approaches were: rote memorization, the lack of 
academic writing resources (for example, writing courses), NNES university instructors, 
help from unreliable sources (for example, siblings and parents), and being under 
pressure (due to various reasons) while writing their academic papers. 
The participants in the current study referred to three areas where they usually 
encountered difficulties when they write their academic papers. Those areas were:  
difficulties at the lexical level, difficulties with grammar, and difficulties at the 
organizational level (for example, IMRaD). Although most of the participants reported 
that they encountered difficulties with grammar and some of them mentioned that having 
good academic writing skills means the ability to write a term paper that is grammatical-
error free, I argued that the academic writing difficulties might not be at the sentence 
level as the participants claimed. I think that there are other reasons that make academic 
writing difficult for the participants. One of the reasons is that the participants had been 
asked only to write a few essays, if any, in English, prior to their graduate studies in 
western universities. Another reason is the participants’ lack of exposure to the two 
highly valued skills of western criteria for effective education, critical thinking and 
ability to analyze material (Ballard, 1989; Clanchy & Ballard, 1997). The last reason is 
that the participants were not asked to write many term papers that were composed of 
texts.      
The findings in the current study indicated that the participants might have a 
limited understanding of the meaning and purpose of academic writing. The participants, 
for example, perceived academic writing to be mainly useful for academic survival. In 
addition, they believed that, because they are non-native speakers of English, it would be 
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normal for them, and even expected, to have weak academic writing skills, to not attempt 
to improve their academic writing skills, and to be allowed to plagiarize. Such 
perceptions, however, contradict the findings of other studies (for example, Belcher & 
Connor, 2001; Tsai, 2001). 
I was able to pinpoint some of the causes and explanations that might have led the 
participants to have such a limited understanding of the meaning and purpose of 
academic writing. One of the causes for such a limited understanding might be that most 
of the participants, for example, did not practice academic writing skills beyond their 
academic assignments. The second possible cause for the limited understanding of 
academic writing by the participants could be that they were receiving more feedback at 
the micro level (for example, grammar) in comparison with the macro level feedback (for 
example, content and overall organization). 
Regarding the participants’ perceptions of plagiarism, I noticed that learning 
about plagiarism by the participants came from two different agents. Those agents were: 
self-learning and professors and teachers. Regarding the agent(s) that should take 
responsibility to increase the students’ awareness about plagiarism, the majority of the 
participants (Adel, Rakan, Huda, Maram, Mohammad, and Tala) indicated that the 
professor should take the main role in teaching students about plagiarism. The focus on 
professors could be attributed to the effects of the participants’ culture, which considers 
the teacher as the only source of knowledge (Grami, 2012). 
Several causes for plagiarism were suggested by the participants. Those causes 
were: laziness coupled with lack of motivation to study, desire for good grades, lack of 
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confidence in writing skills, the wish to submit a perfect paper, poor time management 
skills, prioritizing entertaining activities over studying, desire to complete their degree as 
soon as possible by overloading their schedule and not having enough time to do the 
required work, lack of knowledge about what constitutes plagiarism, forgetting to cite the 
reference, not being aware that plagiarism is a form of dishonesty, and some professors 
not checking students assignments for plagiarism which might make some students think 
that it is acceptable to plagiarize.   
To avoid plagiarism, the participants revealed that they use four methods. Those 
methods are: replacing words (lexical level), paraphrasing (syntactic level), consulting 
human sources (for example, asking their professors about specific information), and 
technological resources (for example, plagiarism detecting software). 
The participants also mentioned several consequences for lack of concern about 
plagiarism guidelines. Those consequences were: the person who plagiarizes would lack 
subject-matter knowledge and get unfair treatment and higher grades than others who did 
not plagiarize, and there would be a lack of contribution to scientific fields. 
Listening to the participants’ interviews multiple times and reading the interview 
transcripts recursively allowed me to detect some possible sources for their perceptions of 
academic writing and of the issue of plagiarism. These sources are the perceived effects 
of the participants’ professors, of their fields of study/occupations, of their peers, and of 
the Saudi culture/educational culture. 
The participants of the current study reportedly sought help from the consultants 
in the writing center only for sentence-level issues.  The writing center was not 
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considered by almost all the participants as a place that can help them improve their 
academic writing skills. Some participants pointed out that they went to the writing center 
seeking help from the consultants there on matters beyond what consultants were allowed 
to or can provide. Some participants, for example, wanted to be helped at the discipline-
specific level. Not receiving help at that level made some of the participants stop going to 
the writing center. Students’ expectations about the services that a writing center can 
provide might affect their academic papers negatively. Those who stopped going to the 
writing center because they did not receive the type of help they were expecting, for 
example, might have been prevented from receiving some suggestions to improve their 
academic papers.   
Such high expectations from students could be because they were enrolled in 
other universities and the services provided at those universities met their expectations 
and those students were surprised about their current writing center services. The 
participants’ high expectations of the services provided by the writing centers might 
mean that some writing centers and their consultants might not have the same ideas about 
the types of services they are allowed to provide to their clients. 
Regarding the sources of the participants’ perceptions, I mentioned that they 
might be interrelated. The participants’ professors were one of the sources of the 
participants’ perceptions of academic writing and of plagiarism. Because teachers and 
professors are viewed as the predominant sources of knowledge in Saudi Arabia (Grami, 
2012), it was not surprising that the participants’ perceptions can be affected by what 
those professors say and do. The participants’ fields of study were suggested as a possible 
source for the participants’ perceptions. This source indicates that some of the 
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participants, for example, might have misunderstood the connection between academic 
writing and the requirements of various fields of study. A possible reason for such a 
misunderstanding is that the participants limited practicing their academic writing skills 
to the required writing assignments only. 
7.3. The significance of the study 
This study makes its own contribution to the field of academic writing, in general, 
and to the topics of international students’ perceptions of academic writing skills and of 
plagiarism in particular. In chapters IV, V, and VI, I have demonstrated and discussed the 
findings of this project. The dissertation’s contribution could be illustrated in the 
following points: 
1- First, my study showed how some students might have misunderstood the role 
of academic writing and limited it to academia only, which is different from 
the findings of some studies in the literature (for example, Fan, 2014). I also 
explained how some of the participants lacked interest in improving their 
academic writing skills because they claimed that they would not be using 
them in their future careers which is opposite to the findings of Foster and 
Russell (2002) where professional careers should be used as a motive to 
improve students’ academic writing skills. Such perception indicates that the 
participants might not be aware of the requirements of their prospective 
careers.    
2- Second, my study is, as far as I know, the first attempt that talked about the 
sources of the students’ perceptions of academic writing and of the issue of 
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plagiarism explicitly. Through interviewing the participants, my findings have 
enriched the literature as it identified several sources of their perceptions that 
could have affected their academic writing skills negatively. Discussing some 
of those sources, I showed that some of the participants tend to make a 
connection between the role of writing and certain number and code-intensive 
majors, such as chemistry and computer. As a result, I suggest that 
universities and disciplines should provide more writing courses and training 
programs to enable students to take the long view and change their 
perceptions of the role of writing in their majors. Such a suggestion could 
mean that those sources of perceptions should be tackled as well in the 
process of improving students’ academic writing skills.   
7.4. Implications 
Despite its limitations, this project contributes to the existing literature about 
EFL/ESL graduate students’ experience in academic writing in terms of their perceptions 
of academic writing and of the issue of plagiarism and the perceived sources of those 
perceptions. The findings provided in the current study can help ESL/EFL students, 
writing teachers and instructors, course designers, and researchers who are interested in 
writing in general, and academic writing, in particular, to be better informed and to be 
aware of the perceptions of academic writing skills. In this section, I will emphasize some 
key issues that might improve students’ academic writing skills.  
Since some students limited the use of academic writing skills only to academia, 
writing instructors and professors should increase their students’ awareness about the 
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importance of academic writing even after students receive their graduate degrees. 
Having good academic writing skills, for example, might help them to find better jobs 
after they graduate.  Moreover, writing instructors and professors should inform their 
students that being non-native speakers is not an obstacle to having good academic 
writing skills.  
The findings indicate that the participants limited their academic world to 
universities only and their audience to their professors only. Such limitations, as has been 
discussed, unfortunately, have affected their perceptions of academic writing negatively. 
Writing instructors and professors, therefore, should introduce their students to other 
academic worlds (for example, writing to publish in peer-review journals) and to other 
audience (for example, peer-review journal readers, their colleagues).  
Students who visit the writing center should be introduced to the services that the 
consultants are allowed to provide. As we can see in the findings, some participants were 
expecting to receive help at the discipline-specific level. Students, for example, should be 
informed that they should not expect to be told what (not) to do with their academic 
papers by the consultants. Instead, students should expect the consultants to help them 
explore their mistakes in their academic papers and improve their academic writing skills. 
Therefore, educating students about the importance of a new understanding of the writing 
center, hopefully, would make them have more reasonable expectations of the consultants 
because any effect caused by students’ culture or by previous experience in other writing 
center in a different university would be removed.   
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It is suggested that since the findings showed that professors might have a 
negative influence on the participants’ perceptions of academic writing, professors should 
be informed about how unintentionally that could have negative effects on their students’ 
academic writing skills. Professors, when there are opportunities, should engage in 
workshops to discuss the cues that could affect students’ academic writing skills 
negatively. Professors should also discuss how to influence their students’ academic 
writing skills positively. Such workshops may not be effective, some may argue, but at 
least they are a starting point, especially given the effects of the professors may have had 
on their students’ perceptions of academic writing.    
Cox (2014) provides several suggestions to help faculty members affect their 
students’ academic writing skills positively. She, for example, points out that one of the 
suggestions is “to put the faculty member in the L2 writer’s shoes” (p. 305). In 
workshops, Cox says, she would ask faculty members to write in another language. 
Doing that, Cox claims, will help faculty members to be aware of the difficulties that 
their international students encounter while writing their term papers in English.  
Another suggestion made by Cox (2014) was to introduce faculty members to 
videos and literacy narratives where NNES undergraduate students, graduate students, 
and scholars talk about various issues related to second language (for example, second 
language acquisition and culturally distinct patterns of organization). Cox also 
encourages faculty members to read about L2 writing development. The purpose of such 
suggestions, according to Cox, is to make faculty members understand the challenges that 
their students have to deal with while attempting to improve their academic writing skills.   
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The findings also revealed that there might be a misunderstanding from the 
students about the relationship between their writing skills and their majors. Professors 
and students should make attempts to clarify such misunderstanding. They, for example, 
should be aware that not practicing writing for a long time might lead students to start 
losing their academic writing skills. Therefore, professors and students are encouraged to 
create writing opportunities to improve their academic writing skills. Students are also 
encouraged not to limit their readings to materials that are only related to their 
disciplines. As Hemami (2001) pointed out, reading books in literature and in psychology 
did improve his writing skills. Additionally, students are encouraged to practice writing 
in English beyond the curriculum.  
Because the findings indicated that the effect of culture on the participants’ 
perceptions of academic writing is deeply rooted in the participants and culture tends to 
be negative mostly, it could be said that writing instructors and professors might need to 
pay special attention to this source and help their students to overcome the negative 
effects of such source. Writing instructors and professors, for example, could talk with 
their students about their academic writing skills rather than grading their term papers 
only.        
Although some readers might argue that the previously mentioned implications 
might not see the light, I disagree with them. Being a faculty member in one of the Saudi 
universities would allow me to introduce those implications to my students and 
colleagues. Since I will be teaching writing courses and organizing workshops to 
undergraduate and graduate students, I will increase my students’ awareness about the 
importance of academic writing even after receiving their degrees. Additionally, I will 
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inform students that being non-native speakers is not an obstacle to having good 
academic writing skills, and I will introduce them to the “native speaker fallacy.” 
To the best of my knowledge, Saudi universities do not have writing centers. 
Therefore, I will do my best to have one at the university where I am working. Since a 
writing center will be a new idea to that community, that will give the chance to 
introduce students to the specific type of activities and services provided there. Doing 
that, hopefully, would make the students have reasonable expectations of the writing 
centers.  
 I will also encourage professors in my department and in other departments 
where writing in English is necessary to engage in workshops to discuss the cues that 
could affect students’ academic writing skills negatively. I will also try to inform both 
professors and students about the students’ misunderstanding about the relationship 
between their writing skills and their majors. 
When the students graduate, they will be teaching English to students in 
elementary, intermediate, and secondary schools and to students at colleges and 
universities. As a result, those students whom I will do my best to change their 
perceptions of academic writing and of plagiarism, hopefully, will be able to change 
other students’ perceptions in different schools and universities.  
7.5. Limitations 
The current study is useful as it revealed the Saudi graduate students’ perceptions 
of academic writing and of plagiarism. However, the study has some limitations.    
243 
 
The current study was based primarily on only one method of data collection: 
interviews with the participants. Using different instruments, such as, questionnaires and 
textual analysis would add more findings and would confirm the findings that the current 
study has revealed. However, using interviews has helped me become uniquely aware of 
the participants’ perceptions and understand their points of view.  
The current study only focused on some Saudi graduate students’ perceptions. It 
would be worthwhile to explore some Saudi undergraduate students’ perceptions 
enrolling in universities in English speaking countries as well. Some of the participants in 
the current study complained that there were no writing courses for graduate students to 
teach them how to write their academic papers. Undergraduate students in American 
universities, on the other hand, are usually asked to enroll in Composition (I & II) 
courses. Exploring Saudi undergraduate students’ perceptions enrolling in universities in 
English speaking countries, hopefully, may confirm the findings and may lead to new 
revelations.  
7.6. Future research 
Being aware of the issues that influence the students’ academic writing skills may 
allow writing teachers and professors in Saudi Arabia and in the United States to provide 
their students with the necessary practices and strategies to develop their academic 
writing skills (I talked about how writing teachers and professors can do this in 7.4. 
Implications). As a result, conducting further studies to explore their academic writing 
skills and the factors that affect them is very important.   
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- Looking at the effects of culture on the participants in the current study and on the 
narratives, it is important to understand why culture plays such a negative role in 
these students while it is more complex for other students in the narratives.  
- Since the perceived sources of perceptions might be interrelated, more in-depth 
studies of student perceptions and their sources are still needed, because we need 
a broader picture of how such sources might interact with each other.  
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APPENDICES 
 
Appendix A. The General Aims and Objectives of Teaching English in Saudi Arabia for the 
Elementary, Intermediate and Secondary Stages 
By the end of the secondary stage and within the assigned structures and vocabulary for this stage 
students should be able to: 
1- Use English language structures and analyze them to understand the relationships among 
them 
2- Learn the assigned vocabulary ,idioms ,and expressions and understand their meanings in 
context 
3- Acquire the ability to listen to comprehend English language and to distinguish between 
different intonations  
4- Participate in conversations and discussions using proper English  
5- Acquire the ability to read and comprehend English texts through different reading types 
(i.e. loud reading) and reading strategies (i.e. scanning, pleasure and reading for all 
understanding 
6- Write a free-essay of three paragraphs using correct English 
7- Translate English text into Arabic and vice versa 
8- Realize the importance of English in the local job market 
9- Be aware of the importance of English as an international language of communication for 
introducing Islam, our culture, and our cultural achievements to others 
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10- Be aware of the importance of English as an international language of communication for 
benefiting from achievements to others cultures in accordance with Islamic teaching ; 
through texts representing various life situations 
11- Gain a reasonable command of English in order to be in a better position to defend Islam 
against adverse criticism and to participate in the dissemination of Islamic culture 
By the end of the Intermediate Stage and after acquiring the assigned structures and vocabulary 
assigned for this stage, students should be able to: 
1-  Begin to utilize a basic level of English which would form the foundation for the mastery 
of the English language in the future. 
2- Learn and use English structures assigned for this stage. 
3- Learn and use the assigned vocabulary for this stage to enable them to express themselves 
clearly in different life situations. 
4- Listen to and understand simple English. 
5- Express themselves orally using proper English. 
6- Read and understand written English materials. 
7- Write a short paragraph in English. 
8- Develop an awareness of the importance of the English language as an international mean 
of communication in order to be able to introduce Islam, the Islamic nation’s culture and 
the cultural achievements of Muslims to other nations. 
9- Develop an awareness of the importance of the English language as an international mean 
of communication in order to benefit from the achievements of other cultures in 
accordance to the precepts of Islam. 
By the end of the Elementary Stage and within the assigned structures for this stage, pupils 
should be able to: 
1- Learn the basics of the English language that would form the foundation for its mastery 
in the future. 
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2- Use the basic structures of English sentences. 
3- Learn the core vocabulary assigned for this stage. 
4- Listen and understand simple English Language. 
5- Express themselves orally using simple English language. 
6- Read and understand simple written English language materials. 
7- Write simple guided sentences in English language. 
8- Appreciate the importance of English language as an international language of 
communication, for introducing Islam, the Islamic nation’s culture and the cultural 
achievements of Muslims to other nations. 
9- Appreciate the importance of English language as an international language of 
communication to benefit from the achievements of other cultures in accordance with 
Islam. 
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Appendix B. Questions for the interview 
  
Background  
General information 
1- What is your major? 
2- Are you a master’s student or a doctorate student? 
3- Could you please talk about your education in Saudi Arabia? 
Learning English 
4- Could you please talk about your English learning journey?  
5- Why do you write in English (for pleasure or for academic purpose)? Which is easier? 
Why? 
Academic writing 
6- Could you define academic writing in your own words?  
7- What are the differences, if any, between academic writing and non-academic writing? 
Perceptions of personal academic writing skills 
8- How do you see yourself as a writer in your major field? Do you see yourself (your 
writing self) differently when you write in your major and in other subjects? Has your 
perception changed over time? If so, how?   
9- Describe your writing process. Does your process involve peer review? (Why)? If 
they said yes, what does peer review mean? Whom do you usually ask? If they said 
no, why? 
10- During your writing process, does your process involve revision? (Why)? What kind 
of instruction do you receive? (Why)?     
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11- Do you have any concern while writing an academic paper? If yes, what are they?   
12- How satisfied are you with your academic writing skills? Why?   
13- Do you think academic writing is important for graduate students or not? Why?   
14- What problems do you have with writing? Please be specific (e.g., narrowing a topic, 
conceptualizing a topic, researching a topic, structuring an argument/paper, sentence 
structure, grammar, vocabulary, spelling)   
15- Do you think Saudi graduate students encounter difficulties when it comes to their 
academic writing skills? If yes, what are they? What are the factors behind that?  
Perceptions of what constitutes academic writing 
16- What do you like/dislike about academic writing in English?   
17- What do you think the focus of an academic writing course should be more on? (e.g., 
language problems or general writing skills). Why?   
18- If you are going to teach an academic writing course, what are you going to ask your 
students to do? 
Perceptions of resources of academic writing 
19- How did you learn to write academic English?  
20- What are your strategies to cope with writing academic English?   (in other words: 
how do you make sure that what you are writing is academic English) 
Perceptions of strategies of improving academic writing skills 
21- What are some of the biggest writing challenges you have experienced when 
completing various writing assignments during your time at university? 
    a) What were these assignments? 
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    b) What are some of the strategies and/or services you have made use of to address 
these challenges?   
22- What are the factors that could positively or negatively affect your academic writing 
style? 
Perceptions of Arabic writing 
23- Do you consider yourself a good writer in Arabic? Why?   
24- Do you enjoy writing in Arabic? Why?   
25- Describe how you write academic papers in Arabic.   
26- Do you face any kind of difficulties in writing in Arabic? If yes, what are they?   
27- Do you think being a good writer in Arabic will enable/hinder a person from being a 
good writer in English? Why?   
Perceptions of plagiarism  
28- How do you define plagiarism? How did you come up with this definition? When did 
you learn about it? What was your reaction when you first learn about it?   
29- How do you avoid plagiarism? 
30- Have you heard of someone who plagiarized? If yes, what was your reaction? Why? 
31- Do you think students plagiarize? Why? 
32- In your opinion, what are the pitfalls of plagiarism?   
33- Describe the muddy, confusing, or difficult-to-understand parts.   
34- Who should increase the students’ knowledge about plagiarism? Why? 
a) The student him/herself       b) The professors              c) The university’s website 
Perceptions of the grading methods in the Saudi educational system 
35- How are student English writing assignments graded in Saudi Arabia? 
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36- What do you think of this method? Why? 
37- What are the advantages and disadvantages of this method? 
38- What are your suggestions regarding the grading system to help the students improve 
their academic writing skills?  
* Is there any other thing related to your academic writing experiences that you want to 
tell me? Anything that could be useful to my research? 
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Appendix C. A sample interview with one of the participants 
 
؟ﺔﻠﺣﺮﻣ يﺄﺑو ﻚﺼﺼﺨﺗ ﺶﯾإ يﻮﺧأ /ﺎﻧأ  
Interviewer\ What is your major? And are you a master’s or a Ph.D. student? 
 ﺮﯿﺘﺴﺟﺎﻣ سردأ /ﻮھengineering management  
Interviewee\ I am a master’s students ... and I am majoring in engineering 
management.  
 نﺎﻛ ﻞھ .ﮫﻌﻣﺎﺠﻟا وأ يﻮﻧﺎﺜﻟا ﻦﻣ ﻚﺟﺮﺨﺗ ﻰﺘﺣو ﺔﺿوﺮﻟا وأ ﻲﺋاﺪﺘﺑﻻا ﻲﻓ ﺖﻨﻛﺎﻣ مﺎﯾأ ﻦﻣ ﻚﻤﯿﻠﻌﺗ ﻦﻋ ﻲﻟ ﻢﻠﻜﺗ /ﺎﻧأ
ﺔﯿﻠھأ وأ ﺔﯿﻣﻮﻜﺣ سراﺪﻣ ؟اﺮﺑ وأ ﺔﯾدﻮﻌﺴﻟا ﻲﻓ ؟  
Me\ Tell me about your education since you were in kindergarten or elementary till 
you finished high school or college? Was it in Saudi Arabia or abroad? Was it in 
public schools or private ones?  
 ﺔﯿﻣﻮﻜﺣ سراﺪﻣ ﻲﻓ ﺎﻧأو يﺮﻤﻋ لﻮط /ﻮھ... ﺔﯿﻣﻮﻜﺣ ﺖﻧﺎﻛ ﺔﻌﻣﺎﺠﻟا ﻰﺘﺣ... سﻮﯾرﻮﻟﺎﻜﺑ ﺰﯾﺰﻌﻟاﺪﺒﻋ ﻚﻠﻤﻟا ﺔﻌﻣﺎﺟ
... .ﺎﻜﯾﺮﻣأ ﺖﯿﺟ ﻦﯾﺪﻌﺑ  
Him\ I studied all my life in Saudi public schools... even collage I went to King 
Abdul-Aziz university ... after that, I came to the U.S.  
؟يﺰﯿﻠﺠﻧإ ﻢﻠﻌﺘﺗ ﺖﯾﺪﺑ ﻰﺘﻣ /ﺎﻧأ  
Me\ When did you start learning English?  
 ﮫﻔﻠﺘﺨﻣ ﮫﺘﺼﻗ يﺎﻌﻣ يﺰﻠﺠﻧﻹا ﺎﻧأ يﻮﺷ /ﻮھ...  ﮫﻄﺳﻮﺘﻤﻟا ﻲﻓ يﺰﯿﻠﺠﻧا ﻢﻠﻌﺗأ ﺖﯾﺪﺑ ﺎﻧأ ﻦﻜﻟ...  ﻞﺒﻗ ﻦﻜﻤﯾ ﻰﺘﺣ وأ
 ﺖﯿﺒﻟا ﻲﻓ ﺖﻨﻛ ﺎﻤﻟ...  يﻮﺷ يﺰﯿﻠﺠﻧﻹﺎﺑ ﺰﻛﺮﯾ ﻲﻨﻌﯾ نﺎﻜﻓ ﺐﯿﺒط يﺪﻟاو ﺎﻧأ ﺎﻌﺒط...  ﻲﻓ نﻮﻔﻠﺘﻟا ﻦﻋ لوﺆﺴﻣ ﺖﻨﻛو
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ﻷا ﻚﯾذ ﺖﯿﺒﻟا مﺎﯾ...  يﺰﯿﻠﺠﻧإ فﺮﻌﯾ ﺪﺣاو ﻻا ﺎﮭﯿﻠﻋ دﺮﯾ ﺪﺣا ﻦﻛﺎﻣو ﮫﯿﻟود تﻻﺎﺼﺗا ﮫﯿﺠﺗ ﺖﻧﺎﻜﻓ... اﺬھ نﺎﻛو
ﺐﻟﺎﻐﻟا ﻲﻓ ﺎﻧا ﺺﺨﺸﻟا... يﻮﻧﺎﺜﻟاو ﻂﺳﻮﺘﻤﻟا ﻲﻓ ﺎﻨﺳرد ﺎﻤﻟ هدﺎﯾز ﺪﺸﯾ ﻮھ نﺎﻜﻓ...  ﻲﻋاوو ﻢھﺎﻓ نﻮﻛأ مزﻻ نﺎﻜﻓ
 ﻢھﺎﻓ نﻮﻛأ نﻮﻔﻠﺘﻟا ﻲﻓ ﻢﻠﻜﺗأ ﺎﻤﻟ نﺎﺸﻠﻋ... ﻲﻧأ ﺔﺠﯿﺘﻨﻟا ﺖﻧﺎﻛ ¨ ﺪﻤﺤﻟاو  ﺔﺛدﺎﺤﻤﻟا ﻲﻓ ﻞﻀﻓأ...  ﺔﻣﺎﻋ ﺔﻔﺼﺑ ﻦﻜﻟ
يﺮﯿﻏ ﻦﻣ ﺮﯿﺜﻜﺑ ﻞﻀﻓأ ﺖﻨﻛ...  
Him\ English has a different story with me ... I started when I was in intermediate ... 
or even before that ... when I was at home ... of course my father is a physician which 
means he pays more attention to English ... I was responsible for answering the 
landline ... he used to receive international calls and no one can answer them unless he 
knows English ... that person was me mostly ... so when we started intermediate and 
secondary schools he asked us to study more for English ... therefore, I had to be 
aware of and understand what the international persons say when they call home ... 
thank God I was better in conversation ... and generally speaking I was better than 
most people around me    
؟ﻚﺼﺼﺨﺗ ﻢﻜﺤﺑ يﺰﯿﻠﺠﻧا داﻮﻣ تﺬﺧأ ﻞھ ﮫﻌﻣﺎﺠﻟﺎﺑو /ﺎﻧأ  
Me\ Did you take any English classes at university?  
 يﺰﯿﻠﺠﻧا ﻰﻠﻋ ﻲﺑﺮﻋ ﺔطﻮﻠﺨﻣ ﮫﻌﻣﺎﺠﻟا ﺖﻧﺎﻛ ﺲﺑ ﻻ  /ﻮھ  
Him\ No, but the classes were taught in both Arabic and in English  
؟يﺰﯿﻠﺠﻧﻻا ﻢﯿﻠﻌﺘﺑ صﺎﺧ سرﻮﻛ ﮫﯿﻓ نﺎﻛﺎﻣ ﻲﻨﻌﯾ /ﺎﻧأ  
Me\ So there was not a class for teaching you English particularly?  
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.ﮫﻌﻣﺎﺠﻟا ﻲﻓ يﺰﯿﻠﺠﻧﻻا ﻢﯿﻠﻌﺘﺑ سرﻮﻛ تﺬﺧأ ﻲﻧا ﺮﻛذأ ﺎﻣ ﻻ /ﻮھ  
Him\ No, I don’t remember taking any class focusing on English particularly.  
؟ﻦﯿﺤﻟا ﺖﻧا ﺔﻌﻣﺎﺠﻟﺎﺑ ىﻮﺘﺴﻣ يأ ﻲﻓ /ﺎﻧأ  
Me\ In which level are you in right now? 
ﺮﯿﺧﻷﺎﺑ /ﻮھ  
Him\ In the last one. 
؟ﺎﮭﺘﺒﺘﻛ ﻲﻠﻟا تﺎﺒﺟاﻮﻟا عاﻮﻧا ﺶﯾا ﺮﯿﺘﺴﺟﺎﻤﻟا ﻲﻓ ﻚﺘﺳارد لﻼﺧ /ﺎﻧأ  
Me\ What kind of projects do you usually do in your major? 
 /ﻮھreports, papers, few summaries, and projects 
  
؟ﻲﻤﯾدﺎﻛأ ﺮﯿﻏ ﻞﻜﺸﺑ يﺰﯿﻠﺠﻧإ ﺐﺘﻜﺗ ﻞھ /ﺎﻧأ  
Me\ Do you write in English for nonacademic purposes? 
 هﻮﯾا /ﻮھ...  .ﺎھﺮﯿﻏو ﻞﯾﻮﻧﺎﻣ رزﻮﯾو تﺎﺑﺎﻄﺧو تﻼﯿﻤﯾا ﺐﺘﻛأ ﺖﻨﻛو ﺔﻛﺮﺷ ﻲﻓ ﻦﯿﻨﺳ ﺮﺸﻋ ةﺪﻤﻟ ﺖﻠﻐﺘﺷا ﺎﻧا  
Him\ Yeah... I worked for 10 years in a company ... and I was writing emails, user 
manuals, letters, and other documents.  
 فاﺪھﻷ وأ ﺔﯿﻤﯾدﺎﻛأ فاﺪھﻷ ﺔﺑﺎﺘﻜﻟا ﺐﻌﺻأ ﻢﮭﯾا /ﺎﻧأ؟ﺔﯿﻤﯾدﺎﻛأ ﺮﯿﻏ  
Me\ Which is more difficult writing for academic purposes or writing for 
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nonacademic purposes? 
  
 اﺬﻛ ﻻاو ﻮﻗﺎﻜﯿﺷ ﻻو ﻞﯾﺎﺘﺳ يا ﻲﺑ يا ﻚﯿﻠﻋ اﻮﻔﺴﻠﻔﺘﯾ اﻮﺠﯿﯾ ﻦﯾﺪﻌﺑو ﮫﻨﯿﻧاﻮﻗو ﮫطوﺮﺷ ﮫﻟ ﮫﻧﻷ ﺐﻌﺻأ ﺔﯿﻤﯾدﺎﻛﻷا /ﻮھ
... . ﻲﻨﻌﯾ طﺎﺒﻌﺘﺳا يﺬھ ﻮﯿﻓ فوا ﺖﻨﯾﻮﺑ ﺲﯿﻧﺰﺑ ﻦﻤﻓ  
 Him\ Writing for academic purposes is more difficult because it has its own rules ... 
then they (professors) come and philosophize about the different styles APA style, 
Chicago style... from a business point of view this is ridiculous .  
؟ﺶﯿﻟ /ﺎﻧأ  
Me\ Why? 
 اﺪﺑأ ةءاﺮﻘﻠﻟ ﺢﯾﺮﻣ ﺮﯿﻏو ﺐﯾﺮﻏ ﺎﮭﻠﻜﺷ ﮫﻧﻷ /ﻮھ...  ﻻ ﻮھ ﺲﺑ ﺢﯾﺮﻣ ﮫﻧﻮﻓﻮﺸﯾ ﻢھ ﻦﻜﻤﻣ...  بﻮﺘﻜﻣ مﻼﻜﻟا نﻮﻜﯾ ﺎﻤﻟ
 ﺎھزﺮﺒﺗ لوﺎﺤﺗ ﻲﻠﻟا طﺎﻘﻨﻟا ﻰﻠﻋ ﺰﯿﻛﺮﺘﻟا ﻞﻘﯾ ﺔﻘﯾﺮﻄﻟا ﺲﻔﻨﺑ ﮫﻠﻛ...  ﺔﯾﺎﮭﻧ ﻰﻟا ﻦﯿﻌﻣ ﺪﺣاو ﻢﺠﺤﺑ ﻂﺨﻟا نﻮﻜﯾ ﺎﻤﻟ
ﻟا أﺮﻘﺗ ﻚﻧأ ﻚﺴﻤﺤﯾ ﻻو ﺐﯾﺮﻏ ﮫﻠﻜﺷ نﻮﻜﯿﻓ ﺮﻄﺴ...  ﻰﺘﺣ وأ ﻞﯾﻮﻧﺎﻣ ﻚﻟ يﻮﺳا ﻰﻐﺑا ﺖﻨﻛ ﻮﻟ ﻞﺑﺎﻘﻤﻟا ﻲﻓ ﺎﻤﻨﯿﺑ
 ﺎﮭﺒﯿﺠﺗ ﻦﯿﻓ ﻦﻣ ﺢﺿاو ﺎﮭﯿﺒﺗ ﻲﻠﻟا ﮫﻣﻮﻠﻌﻤﻟاو ﻞﮭﺳو ﺢﺿاو نﻮﻜﯾﺎھو ﻚﻟ ﮫﺒﺗرأ حار بﺎﻄﺧ...  ﮫﺑﺎﺘﻜﻟا ﻲﻓ ﺎﻤﻨﯿﺑ
. ﺪﺑا اﺬﻛ يز ﻮﻣ ﺔﯿﻤﯾدﺎﻛﻷا  
Him\ Because it looks weird and uncomfortable for reading at all ... probably they see 
it comfortable but it is not ... when all the sentences are written in one way that will 
not allow you to focus on some points that you want the readers to pay attention to ... 
when the font size is the same for the whole sentences, it looks weird and does not 
encourage you to read ... on the other hand, if I want to make a user manual or write a 
letter, I will arrange it to you and it will be clear and easily read and the information 
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you are looking for will be easy to find ... while in academic writing it is not like this 
at all.  
 ؟ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻠﻟ ﻚﻔﯾﺮﻌﺗ ﺶﯾا ﺐﯿط /ﺎﻧأ  
Me\ Ok ... how would you define academic writing? 
و ﻲﻤﯾدﺎﻛﻷا ﺐﻧﺎﺠﻠﻟ ﺔﺼﺼﺨﻣ ﺔﺑﺎﺘﻛ ﻲھ ﻢﺳﻻا ﻦﻣ  /ﻮھ ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﻲﻤﯾدﺎﻛﻷا ﺐﻧﺎﺠﻠﻟ ﻢﻠﺴﺗ... ﺔﻣﺎﻋ ﺔﻠﻈﻤﻛ يﺬھ
...  ﺔﺑﺎﺘﻜﻟا ﻖﺣ ﻞﯾﺎﺘﺴﻟا ﺎﮭﯿﻓ ﻞﺧﺪﯾ...  ﺮﻣاﺮﻘﻟاو ﺔﻐﻠﻟا ﺔﻘﯾﺮط ﺎﮭﯿﻓ ﻞﺧﺪﯾو...  ﻦﯿﻌﻣ ﻞﻜﺸﺑ ﻞﻤﺠﻟا ﺐﯿﻛﺮﺗو... 
 ﺪﻘﻌﻤﻟا ﺮﻣاﺮﻘﻟا اﻮﻣﺪﺨﺘﺴﯾو...  ﺺﺼﺨﺘﻟ ﺺﺼﺨﺗ ﻦﻣ ﻒﻠﺘﺨﺗ ﻲھ ﺎﻌﺒط...  ءﻲﺸﻠﻟ ﺔﺒﺳﺎﻨﻣ نﻮﻜﺗ ﺎﮭﻧﺄﺑ ﻢﺘﮭﺗ ﺎﮭﻨﻜﻟ
 ﺖﻧا ﻲﻠﻟا ﮫﯿﻓ ﺐﺘﻜﺗ...  ﻲﻓ سﺎﻨﻟ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻦﻋ ﻒﻠﺘﺨﺗ بادﻵا تﺎﯿﻠﻛ ﻲﻓ سﺎﻨﻟ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﺪﯿﻛاو
 ﻖﻧﺮﯿﻨﯿﺠﻧﻻا وأ لﺎﻜﻨﻜﺘﻟا... .مﻼﻜﻟا ﺔﯿﻤﻛ ﻲﻓ ﻦﻜﻟ ﺮﻣاﺮﻘﻟا ﻲﻓ نﻮﻜﯾ حارﺎﻣ ﻢﮭﻨﯿﺑ فﻼﺘﺧﻻاو  
Him\  From its name it is the type of writing that is designed for academic  purposes  
at the university ...  this is as an umbrella ...  it includes different writing styles ...  
formal grammar ... and formal sentence structure ... and they use complicated 
grammar ... of course each department has its own academic writing style ... but it 
goes along with the requirements of the major you are studying in  ... for sure ... 
academic writing in the humanities is different from the academic writing of students 
in technical or engineering ... the difference is not in grammar but in the length of 
writing ...  
؟ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻦﻣ فﺪﮭﻟا ﺪﻘﺘﻌﺗ ﺶﯾا ﺐﯿط /ﺎﻧأ  
Me\ Ok ... what is the purpose of academic writing?  
 ﺔﻘﯾﺮﻄﻟا ﺪﯿﺣﻮﺗ ﻮھ فﺪﮭﻟا ﻦظأ  /ﻮھ...  ةﺪﺣو ﻢﮭﺘﻘﯾﺮط نﻮﻜﺗ ﺚﯿﺤﺑ...  ﺔﻘﯾﺮط ﻊﺒﺘﯾ لﺎﺠﻤﻟﺎھ ﻲﻓ ﺐﺘﻜﯾ ﺪﺣاو يا
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ﺑﻌﺪﯾﻦ  ...ﺑﻌﯿﺪن ﯾﺮوح ﻟﻠﻤﻮﺿﻮع اﻟﺮﺋﯿﺴﻲ ﺑﻄﺮﯾﻘﺔ ﻣﻌﯿﻨﺔ  ...ﻣﺜﻞ ﯾﺒﺪأ ﺑﻤﻘﺪﻣﺔ و ﺧﻠﻔﯿﺔ ﻋﻦ اﻟﻤﻮﺿﻮع ...وﺣﺪة 
أﺣﯿﺎﻧﺎ ودھﻢ ﯾﺜﺒﺘﻮا  ...ﻷﻧﮫ ﻓﻲ اﻟﻜﺘﺎﺑﺔ اﻟﺘﻌﻠﯿﻤﯿﺔ ...وھﺬي ھﻲ اﻟﻄﺮﯾﻘﺔ اﻟﺼﺤﯿﺤﺔ  ...ﯾﺮوح ﻟﻠﻜﻮﻧﻜﻠﻮﺟﻦ ﺑﻄﺮﯾﻘﺔ ﺛﺎﻧﯿﺔ 
ﯾﻌﻨﻲ اذا ﺳﻮا  ...ھﻲ ﺣﻘﺎﺋﻖ ﻣﻌﯿﻨﺔ ﯾﺤﻄﮭﺎ  ... ﯾﻌﻨﻲ ھﻮ ﻣﻮ ﻣﻘﺎل وﻻ ﻗﺼﺔ ...ﺣﺎﺟﺔ ﻣﻌﯿﻨﺔ أو ﯾﺸﺮﺣﻮا ﺣﺎﺟﺔ ﻣﻌﯿﻨﺔ
  ...وﻻ ﯾﺘﺸﻌﺐ ﻛﺜﯿﺮ ﻓﻲ ﻛﻼﻣﮫ ﺑﺤﯿﺚ ﯾﻜﻮن ﺑﻌﯿﺪ ﻋﻦ اﻟﻤﻮﺿﻮع  ...ﺗﺠﺮﺑﺔ ﻻزم ﯾﺤﻂ اﻟﺘﻔﺎﺻﯿﻞ واﻟﻨﺘﺎﯾﺞ 
 dohtem eno ylno evah nac yeht os ... dohtem eht yfinu ot si esoprup eht kniht I \miH
 ,elpmaxe rof ... dohtem emas eht wollof lliw dleif ralucitrap a ni eno yna ... gnitirw rof
 eht tuoba gniklat strats eh neht ...weiver erutaretil a dna noitcudortni na htiw strats eh
 ralucitrap a ni noisulcnoc eht setirw eh ,taht retfa ... yaw ralucitrap a ni cipot niam
 semitemos yeht ... gnitirw lanoitacude ni esuaceb ... yaw thgir eht si siht dna ...yaw
 setirw eh ... yrots a ton elcitra na s’ti ... gnihtemos nialpxe ro gnihtemos evorp ot tnaw
 dna sliated eht etirw dluow eh ,tnemirepxe na edam eh fi ,sdrow rehto ni ... stcaf tuoba
 tuoba gniklat trats thgim eh esuaceb hcum oot etirw ton seod eh dna ... stluser eht
 ...cipot sih ot detaler ton seussi rehto
  طﯿﺐ اﯾﺶ اﻟﻔﺮق ﺑﯿﻦ اﻟﻜﺘﺎﺑﮫ اﻷﻛﺎدﯾﻤﯿﺔ واﻟﻜﺘﺎﺑﺔ اﻟﻐﯿﺮ أﻛﺎدﯾﻤﯿﺔ؟ ...أﻧﺎ/ ﺣﻠﻮ 
 ?gnitirw cimedacanon dna gnitirw cimedaca neewteb ecnereffid eht si tahw ... kO \eM
ﻟﻜﻦ ﻣﻤﻜﻦ أﻗﻮل اﻟﺴﺘﺮﻛﺸﺮ ﺣﻘﮭﺎ ﯾﺨﺘﻠﻒ واﻟﻤﻄﻠﻮب ﻣﻨﮭﺎ ﯾﺨﺘﻠﻒ ﺣﺴﺐ اﻟﺴﺘﺎﻧﺪراﯾﺰﯾﺸﻦ  ...ھﻮ/ أوﻻ أﻧﺎ ﻣﺎﻧﻲ ﺧﺒﯿﺮ 
ﺜﻼ إذا ﻛﺎن ﯾﻜﺘﺐ ﻣﻘﺎل أو ﻓﻤ ...وﻟﮭﺪﻓﮫ ﻣﻦ اﻟﻜﺘﺎﺑﮫ  ...ﻟﻜﻦ اﻟﻜﺘﺎﺑﺔ اﻟﻐﯿﺮ أﻛﺎدﯾﻤﯿﺔ ﺗﺮﺟﻊ ﻷﺳﻠﻮب اﻟﺸﺨﺺ  ...ﺣﻘﮭﺎ
ﻟﻜﻦ اﻟﻜﺘﺎﺑﺔ اﻷﻛﺎدﯾﻤﯿﺔ  ...ﻗﺼﺔ ﻓﺮاح ﺗﻜﻮن ﻟﮭﺎ أﺳﻠﻮب ﻣﻌﯿﻦ. ﻓﻠﻤﺎ ﺗﻘﺮأ ﺟﺮﯾﺪة راح ﺗﺤﺴﮭﺎ ﻣﺮﯾﺤﺔ وﻻ ﺗﻄﻔﺶ 
ﻓﺄﻧﺖ ﺗﻜﻮن  ...ﻓﻤﺜﻼ اﻧﺖ ﺗﺴﻮي ﺑﺤﺚ ﺑﺄي ﻣﺠﺎل واﻧﺖ ﺟﺎﻟﺲ ﺗﻘﺮأ ﻣﻘﺎﻻت ﻋﻠﻤﯿﺔ  ...ﻣﺎﺗﺴﺘﻤﻊ  ...ﺗﻄﻔﺶ ﻛﺜﯿﺮ 
واﺣﯿﺎﻧﺎ  ...وﺗﺎﺧﺬ وﻗﺖ ﻛﺜﯿﺮ ﻋﻠﻰ ﺑﺎل ﻣﺎﺗﺨﻠﺼﮭﺎ ﻟﻸﺧﯿﺮ ...ﺤﻤﺴﻚ ﻟﻠﻘﺮاءة ﻣﺘﺤﻤﺲ ﻟﻠﻨﺘﺎﺋﺞ ﻟﻜﻦ اﻟﻤﻘﺎﻻ اﻟﻌﻠﻤﯿﺔ ﻣﺎﺗ
ﯾﻌﻨﻲ اﺣﯿﺎﻧﺎ اﻧﺖ ﺗﻜﻮن ﻋﺎرف اﻧﮫ اﻟﻤﻘﺎل ﻛﻮﯾﺲ واﻧﮫ ﻓﻲ ﻣﻌﻠﻮﻣﺎت طﯿﺒﮫ ﺑﺲ ﻣﺎﺗﻔﮭﻢ أي  ...ﻣﺎﺗﻔﮭﻢ اﯾﺶ ﺟﺎﻟﺲ ﺗﻘﺮأ 
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لﺎﻘﻤﻟا ﻲﻓ ﺔﺟﺎﺣ...  ﺐﻧﺎﺟأ ﺎﻨﻧا ﻢﻜﺤﺑ ﺰﺟﺎﺣ اﺬھ نﻮﻜﯾ ﺪﻗو...  مﻷا ﺎﻨﺘﻐﻟ ﻮﻣ ﺔﯾﺰﯿﻠﺠﻧﻻا ﺔﻐﻠﻟﺎﻓ...  ﮫﻧا ﺲﺣأ ﻦﻜﻟ
 ﺔﺒﻌﺻ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا...  ﺎﮭﺘﺋاﺮﻘﺑ ﻊﺘﻤﺘﺴﯾ حارﺎﻣ يدﺎﻌﻟا ﻲﻜﯾﺮﻣﻷا ﻰﺘﺣو...  ﻦﻣ عﻮﻨﻟا اﺬھ يﻮﺴﺗ لوﺎﺤﺗ ﻚﻨﻜﻟ
 اﺪﺑأ ﻊﺘﻤﻣ ﻮﻣ ﻲﻠﻟا ﺔﺑﺎﺘﻜﻟا...   
Him\ First of all, I am not an expert ... but I can say that its structure is different and 
its purpose varies according to the standardization ... but the non-academic writing 
depends on the writer’s style ... and on his purpose of writing ... for example, if he 
writes an article or a story there would be a certain style to be followed ... when you 
read a newspaper, you’ll find that it is easy to be read and it’s not boring ... but 
academic writing is very boring ... you won’t enjoy reading them ... for example, you 
are doing a research in any field and you are reading journal articles ... you would be 
interested in the findings but the articles are boring to read ... it takes so much time to 
read ... and sometimes it is difficult to understand what you are reading ... sometimes 
you know that the article is good and has interesting information but you cannot 
understand anything in the article ... this could be because that we are foreigners ... 
English is not our mother tongue ... but I feel academic writing is difficult ... even the 
average American won’t enjoy reading it ... but you try to do this kind of writing that 
is not interesting at all ...        
؟ ﺎﯿﻤﯾدﺎﻛأ ﻦﻜﻤﺘﻣ ﻚﺴﻔﻧ ىﺮﺗ ﻞھ ﻚﻟﺎﺠﻣ ﻲﻓ ﺐﺗﺎﻜﻛ /ﺎﻧأ...  ﻲﻨﻌﯾ ﻚﺼﺼﺨﺗ ﻲﻓ  
Me\ In your field, do you see yourself as a good writer? In your major I mean  ... 
 ﻻ  /ﻮھ  
Him\ No  
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  أﻧﺎ/ ﻟﯿﺶ؟
 ?yhW \eM
ﻟﻜﻦ ﻣﺎ أﺣﺲ  ...اﻋﺮف اﻟﻘﻮاﻧﯿﻦ اﻷﺳﺎﺳﯿﺔ ...ﻣﺎﻟﻲ ﻓﻲ اﻟﻜﺘﺎﺑﺔ اﻷﻛﺎدﯾﻤﯿﺔ  ...ھﻮ/ أﺣﺲ اﻧﻲ ﻣﺎﻧﻲ ﻛﺎﺗﺐ ﻓﻲ اﻟﺒﺪاﯾﺔ 
  ...ﯾﻌﻨﻲ ﯾﻤﯿﺰﻧﻲ  ...اﻧﮫ ﻋﻨﺪي اﺳﻠﻮب ﻣﻤﯿﺰ ﺟﺪا ﻓﻲ اﻟﻜﺘﺎﺑﮫ 
 eht wonk I ... gnitirw cimedaca ni detseretni ton ma I ... retirw a ton ma I kniht I \miH
 em sekam taht ... elyts gnitirw dehsiugnitsid a evah I kniht t’nod I tub ... selur cisab
  dehsiugnitsid
  ﻟﻤﺎ ﯾﻌﻄﯿﻚ اﻟﺪﻛﺘﻮر اﺳﺎﯾﻤﻨﺖ اﯾﺶ اﻷﺷﯿﺎء اﻟﻠﻲ ﺗﺴﻮﯾﮭﺎ ﺣﺘﻰ ﺗﻮﺻﻞ ﻣﺮﺣﻠﺔ ﺗﺴﻠﯿﻢ اﻟﺒﺤﺚ؟  ...أﻧﺎ/ طﯿﺐ ﻓﻲ ﻣﺠﺎﻟﻚ 
 tahw ,tuoba etirw ot cipot a uoy sevig rosseforp ruoy nehw ...rojam ruoy ni ... kO \eM
 ?repap ruoy timbus uoy llit ssecorp gnitirw ruoy si
وﺑﻌﺪ ﻛﺬا اﺻﻠﺤﮫ  ...واﻛﺘﺐ ﺑﺲ ﻛﺬا اﻟﻜﻼم اﻟﻠﻲ ﻋﻨﺪي  ...ھﻮ/  ﺗﻌﻠﻤﺖ اﻧﻲ اﻛﺘﺐ ﻓﻲ اﻟﺒﺪاﯾﺔ اﻷﺑﺴﺘﺮاﻛﺖ ﺣﻘﻲ ﻛﺎﻣﻞ 
  ...ﺐ أﻛﺜﺮ ﻣﻦ ﺷﻜﻞ ﺣﺘﻰ أوﺻﻞ اﻟﺸﻜﻞ اﻟﻠﻲ ﯾﻨﺎﺳﺒﻨﻲ واﺣﯿﺎﻧﺎ اﻛﺘ...وأﻧﻘﺤﮫ ﺑﺎﻟﻄﺮﯾﻘﮫ اﻟﻠﻲ اﺷﻮﻓﮭﺎ ﻣﻨﺎﺳﺒﮫ 
 ... yas ot tnaw I tahw etirw I neht dna ... tsrif tcartsba ym etirw I taht denrael I \miH
 etirw I semitemos ... degnahc eb dluohs kniht I tahw egnahc ot ti esiver I taht retfa
 ... deifsitas ma I llit tfard eno naht erom
  أﻧﺎ/ ﺑﻌﺪ ﻣﺎ ﺗﺨﻠﺺ ھﻞ ﺗﻌﻄﻲ أﺣﺪ ﯾﺮاﺟﻊ اﻟﻠﻲ ﻛﺘﺒﺖ؟
 ?uoy rof ti daerfoorp ot enoemos ksa uoy od ,enod er’uoy retfA \eM
 ...ﺑﻌﺪ اﻟﺘﻨﻘﯿﺢ أروح ﻷﺣﺪ ﯾﻘﺮآه ﻷﻧﮫ ﯾﮭﻤﻨﻲ اﻧﮫ ﺷﻐﻠﻲ ﯾﻜﻮن ﻛﻮﯾﺲ  ...داﺋﻤﺎ أدور أﺣﺪ ﯾﺮاﺟﻊ ﻣﻌﺎﯾﺎ ...ھﻮ/ داﺋﻤﺎ 
  ...وﻏﺎﻟﺒﺎ ﯾﻜﻮن ﺗﻌﺪﯾﻞ ﻟﻐﻮي ﺑﺴﯿﻂ 
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 ot og I ,noisiver ym retfa ... daerfoorp ot enoemos rof kool syawla I ... syawlA \miH
 segnahc eht yltsom ...doog eb ot krow ym tnaw I esuaceb ti daerfoorp ot enoemos
  .sekatsim lacitammarg wef eb dluow
  ﺒﻂ ﻋﻠﺸﺎن ﺗﺨﻠﯿﮫ ﯾﻘﺮأ ﺑﺤﺜﻚ؟أﻧﺎ/ ﻟﻤﯿﻦ ﺗﺮوح ﺑﺎﻟﻀ
  ?gnidaerfoorp rof ot og yllausu uoy mohw oT \eM
اذا ﻛﺎﻧﺖ اﻟﻜﺘﺎﺑﮫ ﻣﺘﺨﺼﺼﮫ ﺟﺪا وﻛﺎﻧﺖ اﻟﻤﺮاﺟﻌﺔ ﻻزم ﺗﻜﻮن ﻋﻠﻤﯿﺔ ﻓﻲ اﻷﺳﺎس  ...ھﻮ/ ﯾﻌﺘﻤﺪ ﻋﻠﻰ اﯾﺶ اﻛﺘﺐ 
أﻛﺜﺮ ﻣﻦ ﺷﺨﺺ أﺛﻖ اذا ﻛﺎﻧﺖ اﻟﻤﺮاﺟﻌﮫ ﻟﻠﻐﺔ واﻟﻜﺘﺎﺑﮫ ﻓﻔﯿﮫ ﻋﻨﺪي  ...ھﯿﻜﻮن واﺣﺪ ﻣﺘﺨﺼﺺ أو واﺣﺪ اﺷﺘﻐﻠﺖ ﻣﻌﺎه 
ھﺬا  ...وطﺒﻌﺎ واﺣﺪ ﻣﻦ أھﻢ اﻷﻣﺎﻛﻦ اﻷﺳﺎﺳﯿﺔ ﻓﻲ اﻟﺠﺎﻣﻌﮫ ﻋﻨﺪي اﻟﺮاﯾﺘﻨﻖ ﻻب  ...ﺑﺮأﯾﮭﻢ وأﺣﺎول أﺗﺎﺑﻊ ﻣﻌﺎھﻢ 
ﻟﻜﻦ  ...ﻟﻜﻦ أﺣﯿﺎﻧﺎ اﻟﺮاﯾﺘﻨﻖ ﻻب ﺻﻌﺐ اﻟﻮﺻﻞ اﻟﯿﮫ  ..ﻟﺘﻌﻠﻢ اﻟﻜﺘﺎﺑﺔ .ﻣﻜﺎن ﺟﺪا ﻣﮭﻢ وھﻮ ﻣﻜﺎن اﺳﺎﺳﻲ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ 
 ...ﯾﻌﻨﻲ ھﻮ ﻋﻠﯿﮫ ﺿﻐﻂ ﻻن ﻋﺪد اﻟﻄﻼب ﯾﺰﯾﺪ ﻟﻜﻦ ﻋﺪد اﻟﻠﻲ ﯾﺸﺘﻐﻠﻮن ﻓﯿﮫ ﻣﺎزاد  ...ﺟﺎﻣﻌﺘﻲ ﻣﺎﺗﮭﺘﻢ ﻓﯿﮫ اﺑﺪا 
ﻓﯿﯿﺠﻮا ﯾﺤﺪدوا اﻧﮫ اﻟﺮاﯾﺘﻨﻖ  ...ﻓﯿﻜﻮن ﻓﯿﮫ ﺿﻐﻂ  ...واﺣﯿﺎﻧﺎ طﻠﺒﺔ اﻟﺒﻜﺎﻟﻮرﯾﻮس واﻟﻤﺎﺟﺴﺘﯿﺮ واﻟﺪﻛﺘﻮراه ﻣﻊ ﺑﻌﺾ 
ﺪل ﻣﺎ اﺟﻲ ﻟﻚ ﻛﻞ ﻓﺒ ...ﺻﻔﺤﮫ  02ﺣﺒﯿﺒﻲ أﻧﺎ اﻻﺳﺎﯾﻤﻨﺖ ﺣﻘﻲ ﻓﯿﮫ  ...ﻻب ﻣﺎﯾﺮاﺟﻊ ﻟﻚ أﻛﺜﺮ ﻣﻦ أرﺑﻊ ﺻﻔﺤﺎت 
ﻋﻠﺸﺎن ﯾﻜﻮن ﻓﯿﮫ ﺗﻨﺎﺳﻖ ﻓﻲ اﻟﻜﻼم اﻟﻠﻲ اﻧﻜﺘﺐ  ...ﺷﻮي ﻓﻲ ارﺑﻊ ﺻﻔﺤﺎت ﻣﻦ اﻻﻓﻀﻞ اﻧﮫ ﻧﺸﻮف اﻻﺳﺎﯾﻤﻨﺖ ﻛﺎﻣﻞ 
ﺑﺎﻟﻤﯿﮫ  08واذا ﻟﻘﯿﺖ اﻧﮫ ﻣﺎھﻮ  ...اﺣﯿﺎﻧﺎ ﻟﻤﺎ اروح اﻟﺮاﯾﺘﻨﻖ ﻻب اﺧﻠﯿﮫ ﯾﻘﺮأ وأﺷﻮف اﯾﺶ ﻓﮭﻢ ﻣﻦ اﻟﺒﯿﺒﺮ ﺣﻘﺘﻲ  ...
واذا  ...ھﻮ ﺷﻐﻠﺘﮫ اﻟﺘﺼﺤﯿﺢ اﻟﻠﻐﻮي  ...أﻧﺎ ﻣﺎوﺻﻠﺖ اﻟﻤﻌﻠﻮﻣﮫ ﺑﺸﻜﻞ ﺳﻠﯿﻢ ﻓﺎھﻢ اﯾﺶ اﻗﻮل ﻓﻲ اﻟﺒﯿﺒﺮ ﺣﻘﺘﻲ ﻣﻌﻨﺎﺗﮫ 
    ...ھﻮ ﻣﻮ ﻓﺎھﻢ ﻣﻦ اﻟﺒﺪاﯾﺔ ﻓﻤﻌﻨﺎﺗﮫ راح ﺗﻌﯿﺪه وﺗﺮﺟﻊ ﺗﺼﯿﻐﮫ ﻣﻦ ﺟﺪﯾﺪ وﺑﻌﺪﯾﻦ ﺗﺮﺟﻊ ﻟﮫ ﺗﺸﻮف ھﻮ ﻓﺎھﻢ أو ﻻ 
 lacinhcet sniatnoc repap ym fi ... gniod m’I gnitirw fo dnik tahw no sdneped tI \miH
 eht fi... htiw dekrow I enoemos ot ro dleif ym ni enoemos ot og lliw I ,noitamrofni
 no tsurt I mohw snosrep lareves evah I ,smelborp egaugnal rof ylno saw gnidaerfoorp
 gnitirw eht si ytisrevinu eht ni secalp laitnesse eht fo eno esruoc fo ... snoinipo rieht
 ym evorpmi ot em ot ecalp laitnesse na s’ti dna ecalp tnatropmi yrev a si ti ... bal
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writing skills... but sometimes it is difficult to go to the writing lab ... but my 
university does not care about the writing lab ... there is so much pressure on the 
writing lab because the number of the students is increasing and the number of the 
people who work their doesn’t... sometimes all the students (whether they’re doing 
their bachelor’s, master’s, or Ph.D.’s degrees) come at the same time ...which means 
there is a big number of students ... as a result those who work in the writing lab 
would revise only 4 pages of your paper ... my assignment is 20 pages ... so instead of 
coming to the writing lab every hour with only 4 pages to be proofread, it is better to 
proofread the whole paper ... so the ideas are linked in a coherent way ... sometimes 
when I go to the writing lab, I ask him to read my paper ...if he did not understand 
80% of my paper, this means that I was not able to deliver the ideas in a successful 
way ... his job is to correct the language problem ... and if he did not understand from 
the beginning, this means that you have rewrite it and bring it to him again to see if he 
is able to understand it or not ...    
 ﺐﯿط /ﺎﻧأ...  ﺎﮭﮭﺟاﻮﺗ ﻲﻠﻟا ﻞﻛﺎﺸﻤﻟا زﺮﺑا ﺶﯾا ﺮﺒﯿﺑ ﺐﺘﻜﺗ ﺎﻤﻟ...  ﺔﻏﺎﯿﺻ يﻮﺷ ﻞﺒﻗ ﺖﻧا ﺖﻠﻗﺎﻣ ﻞﺜﻣ ﺎﻧﺎﯿﺣأ ﻲﻨﻌﯾ
 ﺔﻠﻤﺠﻟا... .ﺎﮭﮭﺟاﻮﺗ ﻲﻠﻟا ﺔﯿﻧﺎﺜﻟا ﻞﻛﺎﺸﻤﻟا ﻲھ ﺶﯾﺎﻓ  
Me\ Ok ... when you write a paper, what are the concerns that you have? For example, 
you just said that you encounter difficulty with sentence structure... what are the other 
difficulties? 
 ﮫﻠﯿﻠﻗ ﺎﻨﺗﺎﻘﺣ تﺎﻤﻠﻜﻟا نا ﮫﻠﻜﺸﻣ ﺎﻨﮭﺟاﻮﺗ ﺎﻨﺣا /ﻮھ... تﺎﻤﻠﻜﻟا ﻲﻓ عﻮﻨﺘﻟا ﺎﻧﺪﻨﻋﺎﻣ  ﻲﺗﺮﻜﻓ حﺮﺷأ ﻲﻨﯿﻠﺨﯾ ﻲﻠﻟا...  ﺎﻤﻟ
 مﻮﻨﯿﻨﯿﺳ ﻦﻋ ﺚﺤﺑأ ﻲﻧأ ﺮﻄﺿﺎﻓ ﺎھﺮﯿﻏأ ﻰﻐﺑاو ﺔﻜﯿﻛر ﺔﻤﻠﻛ ﮫﯿﻓ ﮫﻧا ﻞﺼﺣاو ﺎھاﺮﻗا ﻊﺟرا ﺮﺒﯿﺒﻟا ﺐﺗﺎﻛ ﺺﻠﺧا
 ﺔﺑﺎﺘﻜﻟا ﻦﺴﺣأ نﺎﺸﻠﻋ...  ﻞﻤﺠﻟا ﺾﻌﺑ وأ ﺔﻘﯾﺮﻄﻟا ﻲﻓ ﺎﮭﻨﻣ ﺲﺒﺘﻗا لوﺎﺣأو ﺔﯿﻧﺎﺛ زﺮﺒﯿﺑ فﻮﺷا ﺎﻧﺎﯿﺣا ﺮﯿﺜﻛ ﻲﻓ... 
297 
 
ﺪﺑ ﺔﻠﻤﺠﻟا يﺬھ لﻮﻗاو ﻞﻤﺟ ﻲﻗﻻاو يﺪﻨﻋ ﻲﻠﻟا ﮫﻠﻤﺠﻟا ل...  ﺎﻨھ ﻦﻣو ﺎﻨھ ﻦﻣ تﺎﺳﺎﺒﺘﻗا ﮫﯿﻓ ﮫﻧا ﻲﻗﻼﺘﻓ...  اﺬھ ﺎﻌﺒطو
مزﺮﺠﯿﻠﺒﻟا ﻮھ ﻲﻠﻟاو ﺲﯾﻮﻛ سﺎﺒﺘﻗﻻا مﺎﻈﻧ فﺮﻌﺗ مزﻻ ﮫﺗﺎﻨﻌﻤﻓ ﺲﺒﺘﻘﺗ حار ﻚﻧﻷ ﺪﻘﻌﻣ عﻮﺿﻮﻣ  
Him\ Our problem is that we know only few words ... we do not have many words that 
allow me to express my idea ... when I’m writing my paper, I start revising and I find 
out that there is a word that has to be changed ... so I start looking for a synonym to 
improve my writing ... sometimes I start reading other papers and I start borrowing 
some words and phrases ... I find sentences and I say to myself that it’s a replacement 
for the one I have in my paper ... so you’ll find that I borrowed many sentences and 
words ... of course this is a complicated issue because you are borrowing sentences so 
you need to be careful not to plagiarize ...  
 يﻮﺷ ﺪﻌﺑ مزﺮﺠﯿﻠﺒﻟا ﻦﻋ ﻢﻠﻜﺘﻧ حار /ﺎﻧأ...   ؟ﺲﯾﻮﻛ ﺐﺘﻜﺗ ﻚﻧأ ﻢﮭﻣ ﻮھ ﻞھ ﺎﯿﻠﻋ تﺎﺳارد ﺐﻟﺎط ﻚﻧأ ﻢﻜﺤﺑ ﺐﯿط  
Me\ We’ll talk about plagiarism soon ... since you are a graduate student, is it 
important to write well?  
ﻢﮭﻣ اﺪﺟ /ﻮھ  
Him\ Very important  
؟ﺶﯿﻟ /ﺎﻧأ  
Me\ Why? 
 ﻖﻨﺘﯾاﺮﻟا ﻲﻓ ﺔﯿﺳﺎﺳﻷا رﻮﻣﻷا ﻦﻣ ﺮﯿﺜﻛ ﻦﻋ ﻞﻔﻐﯾو ﺔﺟﺎﺣ ﺐﺘﻜﯾ ﻰﻐﺒﯾو جﺮﺨﺘﯾﺎﻣ ﺪﻌﺑ مﻮﯾ ﻲﺠﯾ ﻦﻜﻤﻣ ﮫﻧﻷ /ﻮھ... 
 ﺔﻘﺳﺎﻨﺘﻣ ﺮﯿﻏو ﺔﻣﻮﮭﻔﻣ نﻮﻜﺗ حارﺎﻣ ﺔﺑﺎﺘﻜﻟا نﻷ ! ﺔﺑﺎﺘﻜﻟﺎھ ﻞﺜﻣ ﻰﻘﻠﺘﯾ حار ﻒﯿﻛ ﻲﻘﻠﺘﻤﻟﺎﻓ...  ﻮﺸﯾا ﻖﯿﺑ اﺬھ...  ﺎﮭﺘﻗو
 ﻢﻠﻌﺘﻣ ﺮﯿﻏ ﺐﺗﺎﻜﻟا نا لﻮﻘﯾ حار ﻲﻘﻠﺘﻤﻟا...  ﺎﺻﻮﺼﺨﺑو ﺎﮭﯿﻠﻋ ﻢﯾﺎﻗ ﮫﻧﻷ ﻲﻟﺎﻌﻟا ﻢﯿﻠﻌﺘﻟا ﻲﻓ ﺔﻤﮭﻣ ﻲھ ﺎﻀﯾاو
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 ةارﻮﺘﻛﺪﻟا...  ﺾﻌﺑ ﻰﻠﻋ ﻦﯿﺘﻤﻠﻛ ﺐﻛﺮﯾ فﺮﻌﯾﺎﻣ ﻮھو جﺮﺨﺗ ﻒﯿﻜﻓ...  
Him\ Because one day after graduation you might need to write something and 
probably you do not know how to write well ...how do you think the audience will 
receive such writing?! Because what has been written will not be understood and 
coherent... this is a big issue ... the audience would say that the writer is not well 
educated ... also it is important in higher education because grades are mostly based 
on writing papers especially in the Ph.D. program ... how did he graduate and he does 
not know how to write a simple sentence ... 
  
ﻛﺎﺸﻣ نﻮﮭﺟاﻮﯾ ﻦﯿﯾدﻮﻌﺴﻟا ﺎﯿﻠﻌﻟا تﺎﺳارﺪﻟا ﺔﺒﻠط ﮫﻧأ ﺪﻘﺘﻌﺗ ﻞھ /ﺎﻧأ ؟ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻲﻓ ﻞ  
Me\ Ok ... do you think Saudi graduate students encounter difficulties when it comes 
to academic writing?  
 ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻲﻓ تﺎﺑﻮﻌﺻ ﮫﺟاﻮﻧ ﺎﻌﯿﻤﺟ ﺎﻨﻨظأ /ﻮھ...  ﻻوأ ﻦﯿﯿﻟود بﻼط ﺎﻨﻧﻷ...  ﺔﺒﻠط نﻮﻧﻮﻜﯾ ﻦﻜﻤﯾو
 ﺮﯿﺘﺴﺟﺎﻤﻟا ﺔﺒﻠط ﻊﻣ ﺔﻧرﺎﻘﻣ ﺮﯿﺜﻛ اﻮﺒﺘﻜﯾ ﻢﮭﻧﻷ ةﺎﻧﺎﻌﻣ ﺮﺜﻛأ ةارﻮﺘﻛﺪﻟا...  ﺐﺘﻜﺗ ﻚﻧأ ﺐﻟﺎﻄﻣ ﺖﻧأ ةارﻮﺘﻛﺪﻟا ﻲﻓ ﻦﻜﻟ
 ﺎﮭﯿﻓ ﻦﻜﻤﺘﻣ نﻮﻜﺗﺎﻣ ﺪﻌﺑ ﻻأ جﺮﺨﺘﺗ حار ﻻو ﺮﯿﺜﻛ...  
Him\ I think we all encounter difficulties regarding academic writing... first because 
we are international students ... perhaps the Ph.D. students suffer more with academic 
writing because they write more in comparison with the masters students ... but as a 
Ph.D. students you are expected to write more and you’ll never graduate till you have 
good academic writing skills...  
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 ﻮﻠﺣ /ﺎﻧأ... ؟ ﺎﮭﻧﻮﮭﺟاﻮﯾ ﻲﻠﻟا ﻞﻛﺎﺸﻤﻟا زﺮﺑأ ﺶﯾا ﺐﯿط  
Me\ Ok ... what are those difficulties? 
 ﺪﻋاﻮﻘﻟاو تﺎﻤﻠﻜﻟا  /ﻮھ...  ﻲﺑﺎﺘﻜﻟا بﻮﻠﺳﻷاو...  اﻮﻠﺻوﺎﻣ ﻦﻜﻤﯾ ﻲﻨﻌﯾ . ﺔﺳرﺪﻤﻟﺎﺑ يدﻻوأ فﻮﺷأ ﻲﺟأ ﺎﻤﻟ ﻲﻨﻌﯾ
 مﺎﻋ ﻞﻜﺸﺑ ﺔﺑﺎﺘﻜﻠﻟ...  ةءاﺮﻘﻟا نﻮﻤﻠﻌﺘﯾ ﻦﯿﺴﻟﺎﺟ ﻢھ ﻢﺴﺑ...  ﮫﺑﺎﺘﻜﻟا ﻖﺣ ﺮﺸﻛﺮﺘﺴﻟا ﻦﻋ نﻮﻤﻠﻌﺘﯾ ﻦﯿﺴﻟﺎﺟ ﻢھ ﺲﺑ
 ﻂﺳﻮﺘﻤﻟاو ﻲﺋاﺪﺘﺑﻻا ﻲﻓ ﺎﻨﻛ ﺎﻤﻟ ﺎھﺎﻧﺬﺧأ ﻲﻠﻟا ﻦﻣ ﺮﯿﺜﻜﺑ ﺮﺜﻛأ ﺔﺑﺎﺘﻜﻟا ﻲﻓ ﺎﮭﻧوﺬﺧﺎﯾ ﻲﻠﻟا ﺔﻠﺜﻣﻷاو ﺔﺑﺎﺘﻜﻟا عاﻮﻧأو
 يﻮﻧﺎﺜﻟاو...  ةﺮﯿﺜﻛ اﺪﺟ ﮫﺑﺎﺘﻜﻟا ﻦﻋ تﺎﻣﻮﻠﻌﻤﻟ اﻮﺿﺮﻌﺗ ﻢھ ﻲﻟﺎﺘﻟﺎﺒﻓ... ﺘﻨﺴﻟﺎﻓ ﺎﮭﯿﻓ اﻮﺒﺘﻜﯾ هارﻮﺘﻛﺪﻟا ﻦﻣ ﻰﻟوﻷا ﻦﯿ
 ﺮﯿﺜﻛ بﻼﻄﻟا...  ﺲﯾﻮﻛ ﺎﮭﯿﻓ اﻮﺒﺘﻜﯾ ﺔﻠﺣﺮﻤﻟ اﻮﻠﺼﯾ ﻰﺘﺣ...    
Him\ Vocabulary and grammar ... writing style ... when I see my kids at school here, 
may be they are not writing yet, but they are learning how to read ... they are learning 
the types of writing and its structure ... and the examples they are taking now are 
much better than what we took when we were in elementary, intermediate, and 
secondary schools ... as a result, they’ve read more about writing ... therefore the first 
two years of the Ph.D. program, students write a lot... till they are able to write good 
papers... 
  
 ﻮﻠﺣ /ﺎﻧأ...  ﻦﻋ نوأﺮﻘﯾ ﻦﯿﺴﻟﺎﺟ ﻢﮭﻧأ ﻢﻜﺤﺑ ﻚﺋﺎﻨﺑﻷ ﺮﯿﺼﯾ ﺲﻟﺎﺟ ﻮھﺎﻣ ﻞﺜﻣ ﺎﻨﺴﺳﺄﺗ ﺎﻣ ﮫﻧأ ﻒﻌﻀﻠﻟ ﺐﺒﺳ تﺮﻛذ ﺖﻧا
؟ ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻲﻓ ﻒﻌﻀﻠﻟ ﺔﯿﻧﺎﺛ بﺎﺒﺳأ ﮫﯿﻓ ﮫﻧأ ﺪﻘﺘﻌﺗ ﻞﮭﻓ .ﺎﮭﻋاﻮﻧأو ﺔﺑﺎﺘﻜﻟا  
Me\ Good ... you mentioned as one of the reasons for the academic writing weakness 
is that we were not taught when we were kids how to write just like what is happening 
with your children now because they are now reading about writing and its kinds. Do 
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you think there are other reasons for the academic writing weakness? 
 هﻮﯾا /ﻮھ... رﺪﻘﺗﺎﻣ ﺲﺑ  ﺲﺑ ﺔﺳرﺪﻤﻟا مﻮﻠﺗ...  ﺖﯿﺒﻟا ﻮھ ﻲﺳﺎﺳﻷا مﻮﻠﻟا... ﺐﺗﺎﻛ ﺮﯿﻏو ءيرﺎﻗ ﺮﯿﻏ ﻊﻤﺘﺠﻣ ﺎﻨﺣا
نﺎﻤﻛ...  ﺔﯿﻧﺎﺜﻟا تﺎﻌﻤﺘﺠﻤﻟا ﻞﺜﻣ ﺐﺘﻜﺗو أﺮﻘﺗ نﺎﺸﻠﻋ ﻚﯿﻠﻋ نﻮﻜﯾ ﮫﻧأ ﻊﻗﻮﺘﺗ ﻼﻓ...  اوأﺮﻘﯾ ﻢھ ﻼﺜﻣ ﺎﻜﯾﺮﻣا ﻲﻓ ﺎﻨﮭﻓ
 ﻢھﺪﻨﻋ نﺰﺨﺘﺗ ﮫﺴﻟﺎﺟ تﺎﻧﺎﯿﺒﻟﺎﻓ اﻮﺒﺘﻜﯾو...  ﺎﮭﻋﺎﺟﺮﺘﺳا ﻰﻠﻋ ﻦﯾردﺎﻗ ﻢﮭﻓ ﺎﮭﻧﻮﺟﺎﺘﺤﯾ ﺎﮭﺘﻗو ﻲﺠﯾ حارو...  ﺎﻧﺪﻨﻋ ﺎﻤﻨﯿﺑ
 .نﺎﻤﻛ ﻞﻣﺎﻛ ﻮﻣو ﻂﻘﻓ ﻲﺳرﺪﻤﻟا بﺎﺘﻜﻟا نوأﺮﻘﯾ حاﺮﻓ ﺔﺟﺎﺣ اواﺮﻗ اذا بﻼﻄﻟا  
Him\ Yeah ... but you cannot blame school only ... the first place to be blames is home 
... we are a society that does not read and does not write as well ... so, do not expect to 
be like other societies ... here in the U.S. they read and write so they are saving the 
information ... and one day when they need it, they will be able to restore it ... while 
students in our country read only textbooks and even not the whole textbooks ...  
 ءﺎﯿﺷﻷا ﻲھ ﺶﯾا ﺐﯿط ، ﺔﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻦﻋ ﺔﯿﺒﻠﺳ ءﺎﯿﺷأ ةﺪﻋ تﺮﻛذ ﻚﻌﻣ ﻲﺜﯾﺪﺣ لﻼﺧ ﻦﻣ يﻮﺧأ ﺐﯿط /ﺎﻧأ
؟ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﻦﻋ ﺔﯿﺑﺎﺠﯾﻹا  
Me\ Ok brother ... during the past answers you’ve mentioned several things that you 
dislike about academic writing. But what are the things that you like about academic 
writing? 
 ﺮﺸﻛﺮﺘﺴﻟا ﻮھ ﺎﮭﯿﻓ ﻲﺑﺎﺠﯾﻻا /ﻮھ...  ﺎھﺮﯿﻏ وا ﻮﻗﺎﻜﯿﺷ وا يا ﻲﺑ يﻻا اءاﻮﺳ... ﺳ ﺢﯾﺮﻣ ﺮﺸﻛﺮﺘﺴﻟا ﺔﺣاﺮﺻ اءاﻮ
 ﻢﻠﻌﺘﻤﻠﻟ...  ﺮﺸﻛﺮﺘﺴﻟا ﺲﻔﻨﺑ ﺔﯿﺷﺎﻣ ﺎﮭﻠﻛ ﻲﻗﻼﺗو ﺮﺒﯿﺑ يا ﻚﺴﻤﺗ رﺪﻘﺘﻓ ﺐﺘﻜﺗ فﺮﻌﺗﺎﻣ ﻼﺜﻣ ﻚﻧا  
Him\ The thing that I like is the structure... whether APA or Chicago or else ... in fact, 
structure makes the paper easy for the learners ... so if you don’t know how to write a 
paper, you can get any paper and you’ll see that they follow the same structure ... 
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  أﻧﺎ/ اﯾﺶ ﺗﻘﺼﺪ ﺑﺎﻟﺴﺘﺮﻛﺸﺮ؟
 ?erutcurts yb naem uoy od tahW \eM
 
اﻟﻤﯿﻦ ﺑﻮدي وﻛﯿﻒ ﯾﺒﺪأ اﻟﺒﺎراﻗﺮاف ﻓﯿﻦ ﻣﻜﺎن اﻟﻌﻨﻮان واﯾﺶ ﯾﻨﻜﺘﺐ ﻓﻲ اﻟﻤﻘﺪﻣﺔ وﻛﯿﻒ ﺗﻘﺴﯿﻢ  ...ھﻮ/ اﻟﺘﻘﺴﯿﻢ ﺣﻘﮭﺎ 
وﻛﯿﻒ ﯾﻨﺘﮭﻲ واﯾﺶ اﻟﻔﺮق ﺑﯿﻦ اﻟﺒﺎراﻗﺮاف اﻷول واﻟﺜﺎﻧﻲ واﻟﺜﺎﻟﺚ. اﻧﺖ ﺗﻼﺣﻆ ﺑﻌﺪ ﻓﺘﺮة اﻧﮫ اﻟﺒﯿﺒﺮز ﻛﻠﮭﺎ ﻧﻔﺲ 
  اﻟﺘﻘﺴﯿﻢ.
 eb dluohs tahw ,nettirw eb dluohs eltit eht erehw ...derutcurts s’ti yaw ehT \miH
 trats uoy dluow woh ,ydob niam eht edivid uoy dluow woh ,noitcudortni eht ni nettirw
 eht ,tsrif eht neewteb ecnereffid eht si tahw dna ,ti hsinif uoy dluow woh ,hpargarap a
 srepap eht lla taht elihw a retfa eciton dluow uoY .shpargarap driht eht dna ,dnoces
  .erutcurts emas eht wollof
  ﻧﺎ/ طﯿﺐ ﻟﻮ طﻠﺐ ﻣﻨﻚ اﻧﻚ ﺗﺴﻮي ﻛﻮرس ﻋﻦ اﻟﻜﺘﺎﺑﺔ اﻷﻛﺎدﯾﻤﯿﺔ ﻓﺮاح ﯾﺘﻜﻮن ﻣﻦ اﯾﺶ ﺑﺎﻟﻀﺒﻂ؟أ
 eht eb ot gniog si tahw ,esruoc gnitirw cimedaca na hcaet ot deksa erew uoy fI \eM
 ?esruoc taht fo sucof
ﻋﻠﺸﺎن ﯾﻜﻮن واﺿﺢ اﯾﺶ اﻷﻧﻮاع اﻟﻤﻮﺟﻮده  ...ھﻮ/ ﻣﻤﻜﻦ اﺣﺘﺎج اﺳﻮي ﺑﺤﺚ ﺑﺎﻷول ﻟﻜﻦ ﻣﻤﻜﻦ اﺑﺪأ ﺑﺄﻧﻮاع اﻟﻜﺘﺎﺑﮫ 
ﺑﺤﯿﺚ ﯾﻜﻮن ﺷﺮح ...ﺑﻌﺪ ﻛﺬا ھﻨﺘﻜﻠﻢ ﻋﻦ ﻛﻞ ﻧﻮع وﺗﻔﺎﺻﯿﻠﮫ  ...وھﺬا اﺻﻼ درﺳﻮه ﻓﻲ ﻛﻞ اﻟﻤﻌﺎھﺪ اﻷﺟﻨﺒﯿﺔ  ...
وأﻧﺎ ﻣﻦ اﻟﻨﺎس اﻟﻠﻲ أﺗﻌﻠﻢ ﺑﺎﻟﻤﻤﺎرﺳﺔ  ...ﺑﻌﺪ ﻛﺬا ھﻨﺪﺧﻞ ﻋﻠﻰ أﻧﻮاع اﻟﻜﺘﺎﺑﺔ اﻷﻛﺎدﯾﻤﯿﺔ ﻣﺜﻼ  ...ﻟﻠﻔﺮوﻗﺎت ﺑﯿﻨﮭﺎ 
وﺑﺎﻟﺘﺎﻟﻲ  ...ﻓﺮاح اﺟﯿﺐ أﻛﺜﺮ ﻣﻦ ﻣﻘﺎل وأﺧﻠﯿﮭﻢ ﯾﺸﻮﻓﻮا اﯾﺶ اﻷﺷﯿﺎء اﻟﻤﺨﺘﻠﻔﮫ واﯾﺶ اﻻﺷﯿﺎء اﻟﻤﺘﻄﺎﺑﻘﺔ  ...واﻟﻤﺤﺎﻛﺎة 
واﻟﻜﺘﺎﺑﺔ  ...ﻓﺎﻟﺠﺮﯾﺪة ﺗﺨﺘﻠﻒ ﻋﻦ اﻟﻜﺘﺎﺑﺔ اﻟﻌﻠﻤﯿﺔ  ...ﯾﻜﻮن ﻋﻨﺪ اﻟﻤﺠﻤﻮﻋﺔ ﺗﺼﻮر ﻋﻦ ﻛﻞ ﻧﻮع واﯾﺶ اﻟﻔﺮق ﺑﯿﻨﮭﺎ 
ﻷن اﻟﺤﺼﻮل ﻋﻠﻰ اﻟﻤﻌﻠﻮﻣﺎت ﻋﻦ طﺮﯾﻘﮭﺎ ﯾﺨﺘﻠﻒ ﻋﻦ اﻟﺤﺼﻮل ﻋﻠﻰ  ...اﻟﻌﻠﻤﯿﺔ ﻟﮭﺎ ھﺪف اﻧﮭﺎ ﺗﻜﻮن ﻛﺬا 
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 ﻲﻧﺎﺛ ﻖﯾﺮط ﻦﻋ تﺎﻣﻮﻠﻌﻤﻟا...  ﻞﯾﺎﺘﺴﻟا عاﻮﻧاو ﻞﯾﺎﺘﺴﻟا ﻦﻋ سرﻮﻜﻟا ﻲﻓ قﺮﻄﺗا حارو...  ﻢﻠﻜﺗا حار ﮫﺟﺎﺣ ﻢھاو
. ﺎﻨﺘﻓﺎﻘﺜﺑ دﻮﺟﻮﻣ ﻮﻣ ﮫﻧﻷ ﺎﻨھ ﺎﻨﮭﺟاﻮﺗ ﻲﻠﻟا ﻞﻛﺎﺸﻤﻟا ﺮﺒﻛأ ﻦﻣ ﮫﻧﻷ ﻖﯿﻗدو ﻞﺼﻔﻣ ﻞﻜﺸﺑ مﺰﯾﺮﺠﯿﻠﺒﻟا ﻦﻋ  
  
Him\ I might need to do some research first, but I think I’ll start with the types of 
writing ... so it could be clear to them ... of course, they have studied such information 
in the ELI ... after that, we’ll talk about each type and its characteristics ... so the 
difference can be clear to them ... then, we’ll talk about academic writing and it’s 
types ... I’m from those who learn through practice ... so, I’ll bring more than one 
article and we’ll see the points they share and the ones they differ in... hence, students 
will have an idea about each type and the differences between them ... newspaper for 
example is different from scientific writing... and scientific writing has a specific goal 
... because getting an information from this type of writing is different from other 
types ... and I’ll talk about writing style and its types ... and the most important thing 
is that I’ll talk about plagiarism in details because it’s one of the biggest difficulties 
students encounter because we don’t have it in our culture ... 
 ﻞﯿﻤﺟ /ﺎﻧأ...  ؟ﺔﯿﻤﯾدﺎﻛﻷا ﺔﺑﺎﺘﻜﻟا ﺖﻤﻠﻌﺗ ﻒﯿﻛ  
Me\ Good ... how did you learn to write academic English? 
 ﺔﯿﻧﺎﺛ ةﺮﻣ ﺎﮭﺗدﺎﻋإو ةﺮﺗﺎﻛﺪﻟا ﻦﻣ زﺮﺒﯿﺒﻟا ﺾﻓﺮﺑ /ﻮھ...  ﺎﻨھ بﻼﻄﻟا ﻊﻣ مﺪﺨﺘﺴﻣ ﮫﯿﻗﻼﺗﺎھ بﻮﻠﺳأ ﺮﺜﻛأ اﺬھ...  
Him\ Through the rejected papers by my professors ... I had to rewrite my papers and 
apply my professors comments ... this is the most used method by students  
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  أﻧﺎ/ طﯿﺐ أﻧﺖ ﻣﺎﻟﻚ طﺮق ﺧﺎﺻﺔ ﻏﯿﺮ ھﺬي؟
 ?gnitirw cimedaca gninrael rof secruos rehto evah uoy od ... kO \eM
  
طﺒﻌﺎ أﺧﺬت ﻓﻜﺮة ﻋﻦ اﻟﻜﺘﺎﺑﺔ اﻷﻛﺎدﯾﻤﯿﺔ ﻷن اﻟﻤﻌﮭﺪ ﻛﺎن ﻣﮭﺘﻢ  ...ھﻮ/ ﻣﻤﻢ أﻧﺎ درﺳﺖ ﻓﻲ اﻟﻤﻌﮭﺪ ھﻨﺎ ﻟﻤﺪة ﺷﮭﺮﯾﻦ 
وﻛﻨﺖ   ﻓﻜﻨﺖ ﻣﺘﻀﺎﯾﻖ ﺟﺪا ...طﺒﻌﺎ اﻟﻤﻌﮭﺪ ﻛﺎن ﯾﺪﻗﻖ ﺑﺰﯾﺎدة ﻓﻲ اﻟﺮاﯾﺘﻨﻖ  ...ﻓﻲ اﻟﻜﺘﺎﺑﺔ أﻛﺜﺮ ﻣﻦ أي ﺷﻲ ﺛﺎﻧﻲ 
  ...أﻧﺎ أﻓﮭﻢ أﻧﮫ اﻟﺘﺪﻗﯿﻖ اﻟﺰاﯾﺪ ﯾﻤﻜﻦ ﯾﻜﻮن ﻟﻤﺼﻠﺤﺔ أﻧﺖ ﻣﺎﺗﻌﺮﻓﮭﺎ اﻧﺖ اﻟﯿﻮم  وﺗﻌﺮﻓﮭﺎ ﺑﻜﺮا  ...أﺳﺒﮭﻢ ﯾﻌﻨﻲ 
 aedi lareneg a koot I esruoc fo ... shtnom owt rof ereh ILE eht ni deiduts I mmm \miH
 gnihtyna naht erom gnitirw no gnisucof saw ILE eht esuaceb gnitirw cimedaca tuoba
 dna ... gnitirw ruo ni ekam ew ekatsim yreve no gnisucof saw ILE eht esruoc fo ... esle
 ton thgim uoy esuaceb meht troppus yllatot I won tub ... taht fo esuaceb tespu saw I
   erutuf eht ni lliw uoy tub won od yeht tahw dnatsrednu
ھﻞ  ...أﻧﺎ/  اﻧﺖ ﻗﻠﺖ ﻟﻲ اﻧﮫ ﻋﻠﺸﺎن ﺗﺨﻠﻲ ﻛﺘﺎﺑﺘﻚ أﻛﺎدﯾﻤﯿﺔ ﻓﺄﻧﺖ أﺣﯿﺎﻧﺎ ﺗﺮوح اﻟﺮاﯾﺘﻨﻖ ﺳﻨﺘﺮ أو ﺗﺴﺄل أﺣﺪ زﻣﻼﺋﻚ 
  ﻟﻚ طﺮق ﺛﺎﻧﯿﺔ ﻋﻠﺸﺎن ﺗﺘﺄﻛﺪ أﻧﮭﺎ أﻛﺎدﯾﻤﯿﺔ؟
 ,elyts gnitirw cimedaca na ni nettirw si repap ruoy taht erus ekam ot taht dias uoY \eM
 sdohtem rehto ereht era ... sdneirf ruoy fo eno ksa uoy ro retnec gnitirw eht ot og uoy
 ?elyts gnitirw cimedaca na ni nettirw si ti taht erus ekam ot wollof uoy
ﺟﺮﺑﺖ ارﺳﻠﮭﺎ اوﻧﻼﯾﻦ  ...اﻟﻠﻲ ﺗﻮﻓﺮ ﺧﺪﻣﺎت زي ﻛﺬا  ...ﺟﺮﺑﺖ ﺑﻌﺾ اﻟﻤﻮاﻗﻊ اﻟﻠﻲ  ...ھﻮ/ أﯾﻮه ﺟﺮﺑﺖ ﻛﺜﯿﺮ أﺷﯿﺎء 
ﺳﻮاءا ﻛﺎن ﻓﻲ اﻟﻘﺮاﻣﺮ او ﻓﻲ  ...وطﺒﻌﺎ ﻣﺎﺳﺘﻐﻨﻲ ﻋﻦ ﺑﺮﻧﺎﻣﺞ اﻟﻮورد واﻟﺘﺼﺤﯿﺢ اﻻﻟﻲ ﺣﻘﮫ  ...وھﻢ ﯾﺮدو ﻋﻠﯿﻚ 
ﯾﻌﻨﻲ ﻟﻮ ﻛﺎﻧﺖ اﻟﻜﺘﺎﺑﮫ ﺑﺎﻟﯿﺪ ﻣﺜﻞ اﯾﺎم زﻣﺎن ﻛﺎن  ...ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ ھﺬي اﺷﯿﺎء اﺳﺎﺳﯿﺔ ﻣﺎ اﻗﺪر أﻛﺘﺐ ﺑﺪوﻧﮭﻢ  ...اﻟﺴﺒﻠﯿﻨﻖ 
ﻛﻤﺎن ﺟﺮﺑﺖ اﺗﻌﺎﻗﺪ ﻣﻊ ﻧﺎس  ...ﺳﻨﺔ ﻓﯿﻦ  02ه ﻗﺒﻞ اﺣﻨﺎ ﻓﯿﻨﺎ واﻟﻨﺎس اﻟﻠﻲ اﺧﺬوا اﻟﻤﺎﺟﺴﺘﯿﺮ واﻟﺪﻛﺘﻮرا ...رﺣﻨﺎ ﻓﯿﮭﺎ 
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 ﻲﺘﻘﺣ قاروﻷا اﻮﻌﺟاﺮﯾ نﺎﺸﻠﻋ ﮫﻌﻣﺎﺠﻟا اﺮﺑ ﻦﻣ...  
Him\ Yeah I tried many things ... I tried some websites that ... that provide such 
services ... I tried to send it online and they will do it for you ... of course I always use 
Microsoft word program and its auto correction feature ... whether in grammar or in 
spelling ... to me, it’s an important tool I can’t write without using it ... if we had to 
write without this program and this feature, we wouldn’t do great ... we are much way 
behind in comparison with those who did their masters and Ph.D. degrees 20 years 
ago ... I also went to see proofreaders off campus ... 
؟ ﺔﯿﻤﯾدﺎﻛﻷا ﻚﺘﺑﺎﺘﻛ ﻰﻠﻋ ﺎﺒﻠﺳ وأ ﺎﺑﺎﺠﯾا ﺮﺛﺄﺗ ﻦﻜﻤﻣ ﻞﻣاﻮﻋ ﮫﯿﻓ ﻞھ /ﺎﻧأ    
Me\ What are the factors that could positively or negatively affect your academic 
writing style?  
ﻮھ  ﮫﻧا ﻒﺳﻸﻟ ﮫﻨظا /...  ﮫﻣﺎﻋ ﮫﻔﺼﺑ...  ﺔﻘﯿﻗد ﺮﺧآ ﻲﻓ ﻞﻐﺘﺸﻧ ﮫﻧا...  ﻲﻨﻌﯾ...  ﺎﻨﺣﺎﻣ... ءﺎﯿﺷﻸﻟ ﻂﯿﻄﺨﺗ ﺎﻧﺪﻋﺎﻣ .
 ﺲﯾﻮﻛ... ﻻا ﻞﻐﺘﺸﻧﺎﻣ ﮫﻧا نﺎﯿﺣﻷا ﻦﻣ ﺮﯿﺜﻛ ﻲﻓ ﺐﺒﺴﯾ اﺬھ ﺔﻘﯿﻗد ﺮﺧا ﻲﻓ ... ﺐﺘﻜﺘﺑ اذا ﮫﺑﺎﺘﻜﻟاو20  ﺔﺤﻔﺻ...  وا
 ﻰﺘﺣ10  تﺎﺤﻔﺻ... ةﺪﺣو ﺔﻠﯿﻟ ﻲﻓ وا مﻮﯾ ﻲﻓ ﺐﺘﻜﺗ ﻚﻧأ ﻦﻜﻤﯾﻻ...  ﺐﺘﻛا رﺪﻗا ﺎﻧا ﻦﻜﻤﻣ10  ﮫﺴﻠﺟ ﻲﻓ تﺎﺤﻔﺻ
 هﺪﺣو...  ؟ مﺪﻘﺗ ﻲﻠﻟا ﻲﺘﯿﻟاﻮﻜﻟا ﻲھ ﻞھ ﻦﻜﻟ... ﻻ...  تﺎﻣﻮﻠﻌﻤﻟا ﺪﯾﺰﺗو ﻢﮭﯿﻓ لﺪﻌﺗو ﻢﮭﻌﺟاﺮﺗ مزﻼﻓ... ﮫﻌﺟاﺮﺗ ﻞﻈﺗو
ﺘﺣ .لﺎﺳرﻹا ﻖﺤﺘﺴﯾ ﻲﺘﯿﻟاﻮﻛ ﮫﻧا فﻮﺸﺗ ﻰ  
Him\ I think unfortunately ... generally speaking ... that we start writing our papers in 
the last minute ... which means ... we ... we don’t plan carefully ... which makes us 
start working in the last minute ... and if you want to write 20 pages ... or even 10 
pages ... you can’t write them in one day or in one night ... maybe I can write 10 pages 
... but they won’t be of such good quality ... you have to proofread them and change 
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and add some information  ... you’ll keep proofreading till you are satisfied and then 
submit them ...  
يﻮﺧا ﺐﯿط /ﺎﻧأ...  يﻮﺷ ﻲﺑﺮﻌﻟا ﻦﻋ ﻢﻠﻜﺘﻧو يﺰﯿﻠﺠﻧﻻا ﻦﻣ ﻊﻠﻄﻧ... ؟ﻲﺑﺮﻌﻟﺎﺑ تﺎﺑﺎﺘﻛ ﻚﻟ ﻞھ  
Me\ Ok brother... let’s stop talking about English and start talking about Arabic ... do 
you write in Arabic? 
 ﻲﺑﺮﻌﻟﺎﺑ ﺐﺘﻛأ  /ﻮھ  
Him\ I do write in Arabic. 
 ؟ﺶﯾإ ﻞﺜﻣ /ﺎﻧأ  
Me\ Like what? 
 ﻞﻤﻌﻟﺎﺑ ﮫﺻﺎﺧ ءﺎﯿﺷأ ﺖﻧﺎﻛ سﺎﺳﻷا ﻲﻓ /ﻮھ...  ﺎﮭﯿﻓ تﻻﺎﻘﻤﻟا ﺾﻌﺑ ﺐﺘﻛأو ﮫﻧوﺪﻣ ﻲﻟ نﻮﻜﯾ ﮫﻧأ ﺖﯿﻤﺘھأ اﺮﺧﺆﻣو... 
 ﻒﯿﻌﺿ ﺖﻧﺮﺘﻧﻹا ﻲﻓ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ىﻮﺘﺴﻣ نﺄﺑ ﺎﺳﺎﺴﺣإ...  يﺰﯿﻠﺠﻧﻹا ﻦﻣ تﻻﺎﻘﻤﻟا ﺾﻌﺑ ﻢﺟﺮﺗأ ﻲﻧا لوﺎﺣﺄﺑو... 
 ﻲﺑﺮﻌﻟا ﻲﻓ روﺪﯾ ﻲﻠﻟ سرﻮﺳر ﮫﯿﻓ نﻮﻜﯾ ﮫﻧأ ﺚﯿﺤﺑ...  
Him\ It used to be only some stuff related to the company I used to work in... lately, I 
started my own blog where I write some articles ... because I think Arabic in the 
internet is not common ... sometimes I try to translate some articles from English into 
Arabic ... so for those who do not understand English can find some resources there ... 
؟ ﻲﺑﺮﻌﻟﺎﺑ ﮫﺑﺎﺘﻜﻟﺎﺑ ﻊﺘﻤﺘﺴﺗ ﻞھ /ﺎﻧأ  
Me\ Do you enjoy writing in Arabic? 
 ﺔﺒﻌﺻ ﺎﮭﻧأ ﺲﺣأ ﺖﻨﻛ ﺔﯾاﺪﺒﻟا ﻲﻓ /ﻮھ...  ﺔﻛﺮﺸﻟﺎﺑ ﺰﻠﯾﻮﻧﺎﻣ رزﻮﯿﻟا ﺐﺘﻛأ ﺖﻨﻛ ﺎﻤﻟ تاﺬﻟﺎﺑ...  ﺪﯿﻘﺘﺗ ﻚﻧأ ﺐﻌﺻ
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 سﺎﻨﻟا ﻞﻜﻟ ﺔﻣﻮﮭﻔﻣو ﮫﻄﯿﺴﺑ ﻚﺘﻐﻟ نﻮﻜﺗ ﺖﻗﻮﻟا ﺲﻔﻨﺑو ﺮﯿﺒﻛ ﻞﻜﺸﺑ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ﺪﻋاﻮﻘﺑ... . ﺎﮭﺘﯿﺒﺣ ﺖﻗﻮﻟا ﻊﻣ ﻦﻜﻟ  
Him\ At the beginning, it was difficult ... especially when I write user manuals for the 
company ... it is difficult to follow all the grammatical rules and write in a simple 
language that could be understood by all people ...but with the time passing by I 
started loving writing ... 
 ﻮﻠﺣ /ﺎﻧأ... ؟ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ﮫﺑﺎﺘﻜﻟا ءﺎﻨﺛأ تﺎﺑﻮﻌﺻ ﮫﺟاﻮﺗ ﻞھ ﺐﯿط  
Me\ Good ... do you encounter difficulties while writing in Arabic?  
 ﺔﯿﻣﺎﻌﻟا وأ ﻲﺑﺮﻌﻟﺎﺑ ﺐﺘﻛأ ﻞھ ﺚﯿﺣ ﻦﻣ ﮫﺟاوأ ﷲو /ﻮھ...  ﺔﻣﺪﺨﺘﺴﻤﻟا ظﺎﻔﻟﻷا رﺎﯿﺘﺧا نﺎﻤﻛو...  يﻮﺳا ﺎﻣ ﺎﺒﻟﺎﻏو
ﺪﻣ ﻲﻓ لﺎﻘﻣ يﻷ ﺮﺸﻧ ﻻ وأ مﻮﮭﻔﻣ ﻮھ ﻞھ ﻲﻟ لﻮﻘﯾ ﻦﯾﺪﻌﺑو هأﺮﻘﯾ ﻞﻗﻷا ﻰﻠﻋ ﺪﺣاو ﺺﺨﺷ ﻲﻠﺧأ ﺎﻣ ﺪﻌﺑ ﻻا ﻲﺘﻧو... 
ﻻ وأ ﮫﻀﻣﺎﻏ ﮫﻠﻤﺟ ﮫﯿﻓ ﻞھ...  
Him\ Yeah I encounter difficulties like do I write in standard or in slang ... also which 
vocabulary to use ... mostly before I publish an article in my blog, I give it to one 
person at least to read it and tell me if it is clear or not ... is there an ambiguous 
sentence or not... 
 وأ ﺎﺑﺎﺠﯾا اءاﻮﺳ ﺮﺛﺄﯾ حار اﺬھ ﮫﻧأ ﺲﺤﺗ ﻞھ ﻲﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ﻦﻜﻤﺘﻣ ﺐﺗﺎﻛ ﻚﻧﻮﻛ ﻢﻜﺤﺑ ﺐﯿط /ﺎﻧأ ﺮﯿﺛﺄﺗ ﮫﻟﺎﻣ وأ ﺎﺒﻠﺳ
؟ﺔﯾﺰﯿﻠﺠﻧﻹا ﺔﻐﻠﻟا ﻲﻓ ﻚﺗﺎﺑﺎﺘﻛ ﻰﻠﻋ  
Me\ Ok ... since you are a good writer in Arabic, do you think that will enable or 
hinder you from being a good writer in English or it does not have any effect?  
 ﺎﺑﺎﺠﯾا ﺮﺛﺄﯾ ﮫﻧأ ﻦظأ /ﻮھ... ﻮﻜﺗ ﮫﻧأ ﻦظأ ﺔﻐﻟ يﺄﺑ ﺐﺘﻜﺗ ن...  ىﺮﺧﻷا تﺎﻐﻠﻟا ﻰﻠﻋ ﺮﯿﺛﺄﺗ ﮫﻟ نﻮﻜﯾ حار...  ﮫﻧﻷ
 ةﺮﯿﺜﻛ هﺮﻣ ﺐﻧاﻮﺟ ﺎﮭﻟ ﮫﺑﺎﺘﻜﻟا...  ﺮﻣاﺮﻘﻟا ﺎﮭﻨﻣ ﺪﺣاو...  ﮫﺑﺎﺘﻜﻟا ﺖﻘﺣ ﺮﺸﻛﺮﺘﺴﻟاو ﮫﻘﯾﺮﻄﻟاو بﻮﻠﺳﻷا ﻰﻘﺒﯾ ﻦﻜﻟ... 
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 تﺎﻐﻠﻟا ﻞﻛ ﻲﻓ ﺔﻣﺎﻋ نﻮﻜﺘھ يﺬھ...  
Him\ I think it has a positive influence ... I think when you write in one language it’ll 
has an influence on the other languages ... because writing has many aspects ... among 
of which is grammar ... but grammar and structure ... would be the same in all the 
languages ... 
؟ مﺰﯾﺮﺠﯿﻠﺒﻠﻟ ﻚﻔﯾﺮﻌﺗ ﺶﯾا /ﺎﻧأ  
Me\ How would you define plagiarism? 
 ﺔﯾﺮﻜﻔﻟا قﻮﻘﺤﻟا ﻰﻠﻋ ﺔﻈﻓﺎﺤﻤﻟا سﺎﺳﻷا ﻲﻓ ﻮھ /ﻮھ...  ﮫﻤﺳﺄﺑ ﮫﻄﺤﯾو ﻲﻧﺎﺛ ﺪﺣأ ﻞﻐﺷ وأ مﻼﻛ ﺬﺧﺎﯾ ﻲﺠﯾ ﺪﺣأ يأ ﻮﻣ
...  رﺪﺼﻣ ﺎﮭﻟ نﻮﻜﯾ مزﻻ ﺎﮭﺒﺘﻜﺗ ﮫﺟﺎﺣ يﺄﻓ ﻢﻠﻋ اﺬھو...  ﮫﻤﮭﻣ هﺮﻣ ﺎﮭﻠﻛ ﮫﻌﺟاﺮﻤﻟاو ﺲﻧﺮﻓﺮﻟاو سﺎﺒﺘﻗﻻا ﻲﻟﺎﺘﻟﺎﺑو
...  
Him\ essentially, it is protecting the copyrights of others ... no one can come and steal 
the work of someone else and claims that it is his ...this is knowledge so anything you 
write has to have a resource ... therefore, quoting, referencing, and revision are very 
important.  
؟ﺔﻘﯾﺮﻄﻟﺎﮭﺑ مﺰﯾﺮﺠﯿﻠﺒﻟا فﺮﻌﺗ ترﺪﻗ ﻒﯿﻛ /ﺎﻧأ  
Me\ How did you come up with this definition? 
 ﺐﺘﻜﻟا ﺪﺣأ ﻲﻓ ﮫﺘﯾﺮﻗ ﻲﻧا ﺪﯿﻛأ /ﻮھ...  ﮫﻨﻋ ﺚﺤﺑ ﺖﯾﻮﺳو ﻖﺒﺳ ﻲﻧأﻷ...  
Him\ I read it in a book for sure ... because I wrote a paper about it... 
 ﺖﻌﻤﺳﺎﻣ لوأ /ﺎﻧأ؟ﺎﻜﯾﺮﻣأ ﻲﻓ وأ ﮫﯾدﻮﻌﺴﻟا ﻲﻓ ﺖﻨﻛ ﻞھ ﮫﻨﻋ  
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Me\ When you heard about plagiarism for the first time, were you in Saudi Arabia or 
in the U.S.? 
 ﮫﯾدﻮﻌﺴﻟا ﻲﻓ ﺎﻧأو ﮫﻨﻋ ﺖﻌﻤﺳ /ﻮھ...  اوﺮﻓﺎﺳ بﺎﺤﺻأ ﻲﻟ ﮫﻧﻷ...  نﺎﺸﻠﻋ ﮫﻌﻣﺎﺠﻟا ﻦﻣ هودﺮط ﺐﺣﺎﺻ ﻲﻟو
 مﺰﯾﺮﺠﯿﻠﺑ... ﻻﻮھ ﻲﻓ نﺎﻛ ﮫﻨظأو اﺪﻧ...  
Him\ I heard about it when I was in Saudi Arabia ... I have some friends who travelled 
abroad to study ... I have a friend who was expelled from university because of 
plagiarism ... I think he was in Netherlands ... 
ﻤﻟ ﻚﻠﻌﻓ ةدر ﺖﻧﺎﻛ ﺶﯾا ﺐﯿط /ﺎﻧأ؟اﺬھ عﻮﺿﻮﻤﻟﺎﺑ ﺖﻌﻤﺳ ﺎ  
Me\ What was your reaction when you heard about it? 
 نﻮﻨﺠﻣ ﺖﻧأ ﮫﻟ ﺖﻠﻗ /ﻮھ...  ﻢﮭﻣﺎﻈﻧ ﺖﻓﺮﻋﺎﻣ...  ﺪﺣأ ﻊﻣ ﺖﻌﺟار ﻻو ﺖﯾﺮﻗ ﻻو...  سﺎﻨﻟا ﻦﻣ ﺮﯿﺜﻛ ﺎﻧﺪﻨﻋ ﻦﻜﻟ
 يدﺎﻋ ﮫﻧأ ﻊﻨﺘﻘﻣو ﺎھاﺮﯾ...   ﺪﺣا قﻮﻘﺣ ﻰﻠﻋ ىﺪﻌﺗ ﺎﻣ ﮫﻧأ ىﺮﯾو...  ﻞﻜﺸﺑ قﻮﻘﺤﻟا ﻢﮭﻓ ﻦﻋ ﻲﻓﺎﻘﺛ رﻮﺼﺗ هﺪﻨﻋﺎﻣ نﻷ
 ﺢﺿاو...  ﺮﯿﺜﻛ ﺎﮭﺘﻔﺸﻓ يدﻮﻌﺴﻟا يدﺎﻨﻟا ﺲﯿﺋر ﻲﻧا ﻢﻜﺤﺑو مﺰﯾﺮﺠﯿﻠﺑ ﻢﮭﻧﻮﻜﺴﻤﯾ ﺎﻤﻟ ﺮﺑﺎﻜﯾ ﻢﮭﻀﻌﺑو...  نﻮﺴﻠﺠﯾو
 ﻲﺷ ﺎﻨﯾﻮﺳﺎﻣ ﮫﻧا نﻮﻟﻮﻘﯾ...  ﺔﺒﺴﻨﻟا ﻢﻛ اﻮﻓﺮﻌﯾ اورﺪﻘﯾو مﺰﯾﺮﺠﯿﻠﺒﻠﻟ ﺞﻣاﺮﺑ ﮫﯿﻓ ﮫﻧا ﻦﯿﻤھﺎﻓﻮﻣ ﻢھو...  ﺪﺣاو فﺮﻋأ
ﺒﻟا ﺔﺒﺴﻧ ﺖﻧﺎﻛ هﺪﻨﻋ مﺰﯾﺮﺠﯿﻠ98%  ﻞﺒﻗ ﻦﻣ ﺎﮭﺒﺗﺎﻛ ﻮھ ﺮﺒﯿﺑ ﻦﻣ ﺖﻧﺎﻛو...  ﻢﺘﮭﻧ مزﻼﻓ ﺎﻨھ ﺎﻨﺳرد ﺎﻨﺣا ﮫﻧأ ﻢﻜﺤﺒﻓ
 ﻢﮭﺘﻓﺎﻘﺜﺑ...  ﺔﯿﻤﻠﻌﻟا ﻢﮭﺗﻮﻗ بﺎﺒﺳأ ﺪﺣأ يﺮﻈﻧ ﺔﮭﺟو ﻦﻣ اﺬھو...     
Him\ I told him you are crazy ... didn’t you know their policy ... didn’t you read and 
talk to anyone ... but there are many people who think that it’s ok ... and he thinks he 
didn’t steal someone else’s ideas or work... because he does not have a cultural 
consideration about the copyrights ... and some of them add insult to injury ... they not 
only plagiarize but also deny that they have plagiarized ... being a president of the 
Saudi students association, I have witnessed many cases ... they don’t know that there 
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are programs that can detect the percentage of plagiarism  ... I know one person whose 
the percentage of the plagiarism in his paper was 98% it was from another paper that 
he wrote before ... since we are studying here, we have to respect their culture 
regarding this issue ... and this is one of the reasons for having good education here in 
the U.S… 
   
 ؟مﺰﯾﺮﺠﯿﻠﺒﻟا نﻮﺒﻨﺠﺘﯾ ﻢﮭﻧأ بﻼﻄﻟا رﺪﻘﯾ ﻒﯿﻛ ﻚﯾأﺮﺑ ﺐﯿط /ﺎﻧأ  
Me\ How do you think students can avoid plagiarism? 
 هﻮﺒﻨﺠﺘﯾ ﻒﯿﻛ اﻮﻓﺮﻌﯾ نﺎﺸﻠﻋ مﺰﯾﺮﺠﯿﻠﺒﻟا ﻮھ ﺶﯾا نﻮﻤﻠﻌﺘﯾ ﻢﮭﻧأ ﺔﺟﺎﺣ ﻢھأ  /ﻮھ...  ىﻮﺳو ﻂﻠﻏ اذا ﮫﺟﺎﺣ ﻢھأو
ﻻ مﺰﯾﺮﺠﯿﻠﺑ  ﮫﻄﻠﻏ هﺮﻜﻨﯾو ﻂﻠﻐﻟا ﻲﻓ ىدﺎﻤﺘﯾ...  ﻂﻠﻐﻧ ﺎﻨﻠﻛ ﮫﻧا ﻲﻌﯿﺒﻄﻟا ﻦﻣ...  ﻢﻠﻌﺘﻧ ﺎﻨھ ﻦﯿﯾﺎﺟ ﺎﻨﺣاو...   
Him\ The most important thing is that they have to learn what plagiarism is so that 
they can avoid it ... and the most important thing is that if he plagiarized, he should 
not deny it ... we all make mistakes ... we came here to learn  
 مﺎﻋ ﻞﻜﺸﺑ ﺐﯿط /ﺎﻧأ...  ؟مﺰﯾﺮﺠﯿﻠﺑ نوﻮﺴﯾ بﻼﻄﻟا ﮫﻧأ ﺪﻘﺘﻌﺗ ﻞھ  
Me\ Generally speaking, do you think students plagiarize?  
 مﺰﯾﺮﺠﯿﻠﺑ وﻮﺴﯾ ىﺮﺧﺎﺑ وأ ﮫﻘﯾﺮﻄﺑ سﺎﻨﻟا ﻞﻛ ﮫﻨظا /ﻮھ...    
Him\ I think all people plagiarize in one way or another 
؟مﺰﯾﺮﺠﯿﻠﺑ وﻮﺴﯾ ﻢﮭﯿﻠﺨﺗ ﻲﻠﻟا بﺎﺒﺳﻷا ﺶﯾا /ﺎﻧأ  
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Me\ What are the reasons that make students plagiarize?  
 بﺎﺒﺳﻷا /ﻮھ...  ﻻوأ مﺎﻈﻨﻟا ﺔﻓﺮﻌﻣ مﺪﻋ ﻦﻣ نﻮﻜﺗ ﻦﻜﻤﻣ...  مﺰﯾﺮﺠﯿﻠﺒﻟا لﺎﮭﺴﺘﺳا...  ﺮﯿﺜﻜﺑ ﻞﮭﺳأ ﺖﺴﯿﺑ ﻲﺑﻮﻛ ﻲﻨﻌﯾ
 ﺚﺤﺒﻟا ﻦﻣ...  ﻢﮭﻨﻣ ﻞﺴﻛ ﻲﻨﻌﯾ...  مﺰﯾﺮﺠﯿﻠﺒﻟا دوﺪﺣ ﺔﻓﺮﻌﻣ مﺪﻋو...  ةدﺎﻋا ﻦﯿﺑو ﺖﺴﯿﺑ ﻲﺑﻮﻛ ﻦﯿﺑ قﺮﻓ ﻲﻨﻌﯾ
 ﺔﻐﯿﺼﻟا...  
Him\ Reasons ... could be that they don’t know the system here regarding plagiarism 
... thinking that plagiarism is an easy work to do ... it is just copy-paste work and not 
doing a research ... you can say they are lazy ... they do not know the limits of 
plagiarism ... there is a difference between copy/paste and paraphrasing ... 
 ﺐﯿط /ﺎﻧأ؟مﺰﯾﺮﺠﯿﻠﺒﻟا ئوﺎﺴﻣ ﺶﯾا  
Me\ ok ... what are the pitfalls of plagiarism? 
 ﻊﯿﻀﺗ حارﺎﻣ ﺎﮭﻗﻮﻘﺣ ﮫﻧا فﺮﻌﺗ سﺎﻨﻟا ﻻوا /ﻮھ...  اﻮﻋﺪﺒﯾو اﻮﻠﻐﺘﺸﯾ ﻢھ اﺬﻛ ﺎﺸﻠﻋ...   
Him\ First, people know that their ideas and work will not be stolen ... therefore, they 
work and discover new things ...  
 ﻰﻠﻋ وأ ﮫﻌﻣﺎﺠﻟا وأ رﻮﺘﻛﺪﻟا ﻰﻠﻋ وأ ﮫﺴﻔﻧ ﺐﻟﺎﻄﻟا ﻰﻠﻋ ﻲھ مﺰﯾﺮﺠﯿﻠﺒﻟا ﻦﻋ ﺐﻟﺎﻄﻟا ﺔﯿﻋﻮﺗ ﺔﻤﮭﻣ ﻞھ ﺐﯿط /ﺎﻧأ
؟ ﺮﺧآ ﺺﺨﺷ  
Me\ Ok... who should increase the student’s knowledge about plagiarism? Is it the 
student him/herself, the professor, the university, or someone else?  
ﮫﺴﻔﻧ ﺐﻟﺎﻄﻟا ﺔﯿﻟوﺆﺴﻣ ﻲھ ﺔﯿﺳﺎﺳﻷا ﺔﯿﻟوﺆﺴﻤﻟا ﻦظأ /ﻮھ...  ﺮﯿﻓﻮﺗ ﻖﯾﺮط ﻦﻋ ﮫﻌﻣﺎﺠﻟا ﻰﻠﻋ ﻊﻘﺗ ﺔﯿﻧﺎﺜﻟا ﺔﯿﻟوﺆﺴﻤﻟا
 مﺰﯾﺮﺠﯿﻠﺒﻟا ﺐﻨﺠﺗ ﻰﻠﻋ ﻢھﺪﻋﺎﺴﺗ ىﺮﺧا ﺲﺳرﻮﺳر وا تاﺮﺿﺎﺤﻣ...  اﻮﮭﺒﻨﯾ ﻢﮭﻧا زرﻮﺴﻓوﺮﺒﻟا ﺔﯿﻟوﺆﺴﻣ نﺎﻤﻛو
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 بﻼﻄﻟا... ﻮﻠﺳ زرﻮﺴﻓوﺮﺒﻟا ﺾﻌﺑ ﻰﻠﻋ ﺖﻈﺣﻻ يﻮﺷ ﺐﯾﺮﻏ ك...  مﺰﯾﺮﺠﯿﻠﺑ ﻒﺸﺘﻛا اذا ﺖﻓارد لوا ﻦﻣ ﮫﻧا
 ﻢﺘﺴﯿﺴﻟا ﻲﻓ ﺎﮭﻄﺤﯾ حوﺮﯾ...  ﻚﮭﺟﻮﯾ نﺎﺸﻠﻋ ﺎﻨھ دﻮﺟﻮﻣ ﻮھ ﮫﻧا ﺢﯿﺤﺼﻟا ﺎﻤﻨﯿﺑ...  ﺖﻧا ﻲﻠﻟا ﮫﻧا ﻚﻟ لﻮﻘﯾ ﻲﻟﺎﺘﻟﺎﺑو
 ﺢﺻ ﻮﻣ ﮫﺘﯾﻮﺳ...  اﺬﻛ يﻮﺴﺗ ضوﺮﻔﻤﻟا ﺖﻧا...  ﺎھاﺮﻗاو ﺲﺳرﻮﺳﺮﻟا يﺬھ ﺬﺧو...  
Him\ I think the main responsibility lies on the student himself ... then university 
comes after that through providing lectures or other resources to help them avoid 
plagiarism ... also it is the professor’s responsibility to enlighten students ... I noticed 
that some professors have a strange behavior  ... when he discovers plagiarism in the 
first draft, he would write that in the system ... in fact, he is here to guide you  ... and 
therefore he should tell you that what you did was wrong ... you are supposed to do it 
this way  ... take these resources about plagiarism and read them ...  
 
 ﻮﻠﺣ /ﺎﻧأ...  ﺔﻐﻠﻟا ﻲﻓ ﺔﺑﺎﺘﻜﻟا ةرﺎﮭﻣ ﻲﻓ تﺎﺒﺟاو يﻮﺴﺗ ﻚﻨﻣ ﺐﻠﻄﯾ نﺎﻛ ﻞھ يﻮﻧﺎﺜﻟاو ﻂﺳﻮﺘﻤﻟا ﻲﻓ ﺖﻨﻛ ﺎﻤﻟ ﺐﯿط
؟ﺔﯾﺰﯿﻠﺠﻧﻹا  
Me\ Ok ... when you were in intermediate and in secondary schools, did the teachers 
ask you to do writing assignments in English? 
ﺔﺤﻔﺻ ﺺﻧ ﻦﻣ ﺮﺜﻛا ﺎﻨﻨﻣ ﺐﻠط ﺪﻛﺎﻣ ﻦظا /ﻮھ...  
Him\ I think we weren’t asked to write more than a half page. 
ﺪﻤﺘﻌﯾ نﺎﻛ ﻦﯿﺳرﺪﻤﻟا ﺢﯿﺤﺼﺗو /ﺎﻧأ ؟ ﺶﯾا ﻰﻠﻋ  
Me\ And the grading process was based on? 
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 ﺪﻋاﻮﻘﻟا ﻰﻠﻋ /ﻮھ  
Him\ On grammar. 
؟بﻼﻄﻟا ﺪﻨﻋ ﮫﺑﺎﺘﻜﻟا ةرﺎﮭﻣ رﻮﻄﺗ حار ﺔﻘﯾﺮﻄﻟﺎھ ﮫﻧا ﺪﻘﺘﻌﺗ ﻞھو /ﺎﻧأ    
Me\ Do you think this way could improve the students’ writing skill? 
 ﺮﯾﻮﻄﺘﻟا ﻰﻠﻋ كﺪﻋﺎﺴﺗ حارﺎﻣ /ﻮھ...  ﺔﯿﻧﺎﺛ ﻖﯾﺮط ﮫﯿﻓ ﻦﻜﻟ...  سرﺪﻤﻟا ﺎﮭﯾرﻮﺗو ﮫﯿﻔﺻﻻ ءﺎﯿﺷا ﺐﺘﻜﺗ ﻚﻧا ﻞﺜﻣ
 ﺎﮭﻌﺟاﺮﯾ نﺎﺸﻠﻋ... ﮫﺑﺎﺘﻜﻟا ﺮﯾﻮﻄﺗ ةرﺎﮭﻣ ﺮﺜﻛأ ﻢﻋﺪﺗ حار اﺬھو...  
Him\ This not going to help you improve ... but there are other ways ... like non 
curricular activities where you write something and then show it to your teacher to 
read it and provides you with some comments ... this is going to improve the writing 
skill…  
 ﺎﯿﻟﺎﺣ ﺖﮭﺘﻧا ﻲﺘﻠﺌﺳا ﺎﻧا ﺐﯿط /ﺎﻧأ... ﺮﺗو ﺎﮭﻔﯿﻀﺗ كدو ءﺎﯿﺷا كﺪﻨﻋ ﻞھ ﻦﻜﻟ تﺎﻈﺣﻼﻣ وأ ﻲﺜﺤﺑ رﻮﻄﺗ ﻦﻜﻤﻣ ﺎﮭﻧا ى
؟ ﺎﮭﺘﻠﺌﺳ ﻻو ﺎﮭﻠﺌﺳا ﻲﻧا ﻊﻗﻮﺘﺗ ﺖﻨﻛ ﺔﻠﺌﺳا وأ  
Me\ Ok ... I’m done with my questions now ... do you have anything to say or you 
might have an interesting point that you think I should add to my research ... or you 
might suggest some questions that you think I should ask 
 ةﺮﯿﺜﻛ تﻻﺎﺠﻣو ةﺮﯿﺜﻛ طﺎﻘﻧ ﺖﯿﻄﻏ ﺖﻧا /ﻮھ...  ﺔﯿﻧﺎﺛ ءﺎﯿﺷا يﺪﻨﻋ ﮫﻧا ﺪﻘﺘﻋا ﺎﻤﻓ  
Him\ You covered many issues in different fields ... so I don’t think I have something 
to add  
 ﻚﺘﻗوو ﻚﺗﺎﺑﺎﺟا ﻰﻠﻋ اﺪﺟ ﻚﻟ ﺮﻛﺎﺷ /ﺎﻧأ  
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Me\ Thank you for your answers and for your time  
 ﻮﻔﻌﻟا /ﻮھ  
Him\ You’re welcome  
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CONSENT FORM 
 
  
 
Project Title: Graduate Saudi Arabia Students’ Perceptions of Academic Writing 
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I affirm that I am 18 years of age or older.  
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